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A Study of the Correlation Between
Student Teacher Self-Concept
and the Fostering of Pupil Autonomy in
the Classroom

(February 1975)

Kenneth Bruce Huggins, B.S. Columbia University
A.M. Boston University

Directed by Dr. Horace B. Reed

Among the obstacles to better education often cited

concerning American schools are their freguently anti-democratic
practices, and their neglect of systematic affective

education.

Becuase of obstacles such as these, individual

potential is often stifled, and the contribution of the
schools to American society is restricted.
There are many ways to overcome these two obstacles.
One of them is fostering a classroom environment characterized by a high degree of pupil autonomy.

In such an environ-

ment, pupils would be continuously involved in decision-

making processes, utilize unrestricted resources and techniques, and would work in an atmosphere of mutual trust and

respect.
cratic.

Such

a

classroom by its very nature, would be demo-

Because students have affective needs, and because

their needs would feed into the decision-making process,

schools would also be forced to work toward more systematic

affective education.
Vll

Of the many factors influencing such an environment,

teacher self-concept may be very significant.

This study

investigated the relationship between self-concept and
pupil autonomy, specifically the hypothesis, "Student

teachers with positive self-concept will foster greater
degrees of pupil autonomy than those with negative self"

concepts

.

The hypothesis was tested with a sample of twenty-

six student teachers at the University of Massachusetts.
The self-concept was tested just prior to the start of

student teaching, utilizing the Tennessee Self-Concept
Scale.

For each student teacher, a class was selected for

which he/she would be responsible for the whole semester.
The level of autonomy for each class was pre-tested at
the start of the semester using the Pupil Survey of Autonomy,

designed by the author.

This instrument surveyed pupils in

order to measure autonomy along three sub-variables,

Decision-Making, Resources and Techniques, and Trust and
The PSA was used as a post-test with the same

Respect.

classes at the end of the semester.
The results were examined using a partial correlation

equation.

This equation partialled out the degree of

thereby
autonomy that could be predicted from the pre-test,
teacher,
controlling for such variables as cooperating

viii

school environment, and age and ability of the pupils.

Total self-concept and total pupil autonomy

correlated at .70, p^.001, thereby supporting the hypothesis.

Correlations among sub-scores lent further

support to the hypothesis, but varied enough

to raise

questions about the variables under study and the means
of measuring them.

Though the hypothesis was supported, this study
must be characterized as exploratory research.

The

complexity of the variables, the difficulties of accurately

measuring them, and the limitations of the research demand
its replication.

It is also hoped that the variables can

be further refined and tested.

IX

TABLE OF CONTENTS

INTRODUCTION

.

Chapter
I.

OBSTACLES TO THE REALIZATION OF
INDIVIDUAL POTENTIAL AND APPROACHES
TOWARD ALLEVIATING THEM

....

II.

EXPLANATION AND SUPPORT OF THE
HYPOTHESIS OF THIS STUDY
.

III.
IV.
V.

4

.

l+O

DESIGN OF THE STUDY

70

INTERPRETATION OF THE DATA

37

.

LIMITATIONS OF, IMPLICATIONS AND
SUGGESTIONS FROM THE STUDY
.

APPENDIX

A:

COPY OF THE PUPIL SURVEY OF AUTONOMY

APPENDIX

B:

CORRELATIONS OF THE SUB-GROUPS

BIBLIOGRAPHY

103

.

...

112
116

122

x

LIST OF TABLES
1»

2.

Self-Concept Total and Dimensions
Related to Autonomy
Self-Concept Sub-Selves Related
to Autonomy

3»

Self-Concept Variability
Related to Autonomy

4.

Self-Concept Total and Sub-Score
Intercorrelations

5«

6.

gg

g^

92

Autonomy Total and Sub-Score
Intercorrelations
Self-Concept Total and Dimensions
Related to Autonomy

100

,

n«p

Self-Concept Total and Dimensions
Related to Autonomy

118

8.

Self-Concept Sub-Selves Related to Autonomy

119

9«

Self-Concept Sub-Selves Related to Autonomy

120

Self-Concept Variability Related to Autonomy

121

7.

10.

........

1

INTRODUCTION

Among the problems facing American schools are
their frequently anti-democratic natures and their
neglect
of systematic affective education.

If the schools are to

meet the oft-stated goals of producing democratic
citizens
and well-rounded individuals, the educational process
must

become more democratic and affective education must be

systematically undertaken.
One means for doing this is to foster greater

degrees of pupil autonomy in the classroom.

In so doing,

pupils will learn democracy through the educational process,
as well as through the subject content.

And because their

needs in the affective domain will be part of the increased

influence they have over the educational process, they will
help schools move to a more systematic attention to

affective education.
Of the various elements influencing classroom life,

the teacher may be the most important.

His/her values,

attitudes, skills, and behaviors will have a strong effect
on the degree of pupil autonomy present in the classroom

environment.

In particular, his/her self-concept may be

especially important.

This study will investigate the

relationship between the variables of teacher self-concept
and pupil autonomy.

Criticism of schools has existed as long as adults
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have made formal efforts to educate children.

There is

nothing necessarily wrong with this fact; it would
be
disturbing if there were no criticism, for criticism

is a

sign of concern, in this case, concern for the future
of

children and the fate of the society.
In technological societies much of the effort to

educate children occurs in schools.

Thus it is the schools

that people will criticize to the extent that they feel

children are not being properly* prepared for the future.
In times of stress and turmoil,

such as the present,

questions of the preparation of children for the future and
the resultant fate of society are brought into more intense

light.

There are more answers offered to these questions

and more passion is put into their articulation.

Thus

people look more closely and critically at the schools,

which rightly or wrongly, are seen as the primary agent
in determining the nature of future generations.

And so criticism of schools may come from anyone
who has thought about what individuals and society should
be like in the future.

This criticism comes from many

elements of society and is based on a variety of social,
political, economic, and ethical principles.
As a student, teacher, teacher educator, and con-

sumer of popular and research literature on education,
one of those who criticizes schools.

I

am

Since my ideal for

our educational system is that it should help each individual

become the best individual he or she can possibly be, my
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criticism of schools is directed at those elements
that
hinder the realization of individual potential.
Implicit in my ideal are philosophical premises that

human nature is fundamentally good, that individuals
have

certain

inalienable rights, that if individuals are given

the autonomy to exercise these rights, their nature will

lead them to be the "best" they can possibly be, and that
if individuals have become the best they can be,

then

society will be the best it can be.
If schools are to achieve this ideal,

certain

elements that seem to be common in American educational
practice must be changed.

In particular, there are two

obstacles which must be overcome in order to realize
individual potential.

In Chapter I,

I

will discuss these

two obstacles and then describe a type of classroom en-

vironment which

I

feel will work toward overcoming them.

will then discuss a teacher quality which

I

believe to be related to this environment.

*
I

This then will

lead into the specific hypothesis which this study

proposes to investigate, namely, "Student teachers with
positive self-concepts will foster greater degrees of pupil

autonomy than those with negative self-concepts."
will use the first person singluar pronoun in
I believe that using
this dissertation for these reasons.
the question by
avoiding
the more impersonal "the author" or
or
objectivity
more
using a passive verb does not connote
reaffirm
to
wish
I
less bias on the part of the author.
my belief in the importance of the individual by adopting
an individualistic style of writing.
I
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CHAPTER

I

OBSTACLES TO THE REALIZATION OF INDIVIDUAL
POTENTIAL

AND APPROACHES TOWARD ALLEVIATING THEM
The Obstacle of Undemocratic School Practices
One of the most commonly stated goals of
education
is to train citizens,

to instill in children the democratic

priciples and values upon which this nation was founded.
Individuals and the society itself are concerned with

preserving the democratic ideals they believe to be at
the root of our greatness as a nation, and they believe

that it is in the schools where they can best be taught.

Margaret

L.

Smith offers a strong statement of this con-

cern.

The strength of democracy is predicated on
government by consent of an informed, interested,
active citizenry. The chief justification for
the establishment and expansion of public education
has been, and still is, the provision of a means
for equipping citizens with the knowledges, attitudes
and skills necessary to the maintenance of democratic
government 1
.

believe that the training of citizens is a

I

worthy goal, but for somewhat different reasons than

^"Which Direction Should We Go? Where Do We Want
Delta Kappa Gamma Bulletin XXVII, No. 2 (V/inter
44

to Go?'*.

1971 )*

,

.
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Smith seems to advance.

Implicit in her argument, and in

most of those for teaching democracy in schools, is the
idea that the democratic society needs "an informed,

interested, active citizenry."

The society seems to come

before the individuals; in some arguments it almost appears
that the individual exists only to serve the society.

am for a democratic society, not because in

I

some abstract way it is superior to a non-democratic

society, but because the individual in a democratic society
has the best opportunity to realize his/her potential.

The

democratic society is a means, not an end, and the goal of
the enhancement of the individual must not be forgotten
in the promotion of the democratic society.

This again is a philosophical position, one re-

lated to the premises

I

stated earlier.

I

believe it to

be at the essence of democratic arguments from John Locke,

Thomas Jefferson, and the framers of the Constitution,
down to John Dewey and the leaders of progressivism in
education.
The distinction of the society as a means, not
an

is an important one.

end,

It connects the goal of

training democratic citizens to my overall ideal of

realizing individual potential, and it has implications
for how these citizens should be trained.
I

agree with Margaret Smith in her analysis of
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the type of citizenry essential for
democracy to flourish.
Yet, if we are to produce citizens who
will promote a

democratic society and use that society to enhance
their
own potential, we cannot use the passive
forms of

learning

characteristic of our schools.

Reading about Nathan Hale,

saying the pledge of allegiance, electing a student
council,
and so on may be necessary learning strategies, but they
are hardly sufficient.

Being a democratic citizen means

more than just knowing certain sets of facts or being able
to take part In certain rituals.

It requires a type of

patience, sensitivity, and tolerance of others that cannot
be learned in textbook fashion.

Therefore, if students

are to become democratic citizens, they must be educated
in a truly democratic fashion.

This means that they must

be given as much responsibility for determining their own

education as they can possibly manage.

From the earliest

stages of their education, they must be participating

citizens in the society of their schools, in broader and

more important ways than simply voting for student council
or being allowed to decide whether they want an exam on

Friday or Monday.
This belief in the necessity of practicing

democratic principles is at the heart of John Dewey's

philosophy of active learning.
he says

r

In Democracy and Education

.

7

The development within the young of the
attitudes and dispositions necessary to the
continuous and progressive life of a society
cannot take place by direct conveyance of
beliefs, emotions, and knowledge.
It takes
place through the intermediary of the environment.
The environment consists of the sum total
of conditions which are concerned in the execution of the activity characteristic of human
beings ^
.

Thus if this sum total of environmental conditions is
not democratic, students are not going to learn those

"knowledges, attitudes, and skills," in Smith’s terms,

necessary to become democratic citizens.
Beyond what is essentially a practical question
of how best to educate democratic citizens, there are

philosophic reasons, as interpreted through the law,

why schools must operate in democratic fashion.

The

Constitution guarantees all citizens, including young ones,
the rights set out in the Bill of Rights.

In such de-

cisions as West Virginia Board of Education vs. Barnette,
1942; Burnside vs. Byars, 1966

;

and Des Moines Board of

Education vs. Tinker, 19^9» the Supreme Court has backed
this view and overturned undemocratic practices of various

schools
Thus,

for practical, philosophical and legal

reasons, schools should be highly democratic places.

2

p.

22.

8

Unfortunately, though, they most often
are not.
As such
popular critics as Holt, Silberman, and
Goodman have
discussed, most schools are run autocratically
with
students having little or no say in the
decisions that
affect them. Power operates from the top,
from the
school board and superintendent down through
the ad-

ministration, and then to the teachers.

The lowest level

of this hierarchy, the one with the least amount
of power,
is occupied by the students, the ones the schools
are

supposedly designed to serve.
Such a system is anti— democratic

,

for a principle

of democracy is that the institution, whether it is a

school or a government, derives its power and authority

from the people it serves; it is "of, by, and for" the
people, and they must have the power to regulate it.

Government must serve the rights and needs of its citizens,
and schools must serve the rights and needs of their
students.

There have been numerous attempts to define student

rights and illustrate how schools violate these, but these
have been primarily civil rights such as freedom of ex-

pression or freedom of assembly.
I

While these are essential,

am more concerned with student rights in the classroom,

with students being able to exercise as much influence
over what and how they learn as their age and sophistication

9

allow.

The "hidden curriculum" of a classroom,
the way

it is run and by whom,

teaches the students as much about

democracy as the overt curriculum, the books, films,
etc.
If students are to become truly democratic citizens,
the

hidden curriculum must also be teaching them democracy.
In other words, they must have far more say in the edu-

cational process than they have had so far.
The Obstacle of the Neglect of Systematic
Affective Education
The second obstacle to schools achieving the ideal
I

stated earlier is that in deciding for students what

they should learn, educators too often ignore the importance
of emotional, or affective growth.

Schools are seen as

places to train the mind, and to a lesser extent, the body,
but emotional development is supposed to be carried on at
home.

Schools have effects on the emotions of their

students, but too often these are subtle, accidental and

negative.

Few schools undertake the systematic development

of such affective competencies as are listed in Krathwohl

and Bloom's Taxonomy of Educational Objectives

.

There are two problems with the practice of ig-

noring systematic attention to the affective domain.

If

schools leave emotional development to the home, many

students will suffer.

Because so many home environments

are characterized by separated parents, alcoholism,
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hostility, poverty, or just plain neglect,
many children
are prevented from learning to deal with their
emotions in
ways that would most enhance their potential,

if the home

is not conducive to positive emotional
development,

the

only other place where children can systematically
acquire
it is the school.

Even if the home environment is positive, schools
should still concern themselves more consciously with

affective education.

Many of the competencies listed by

Krathwohl and Bloom involve interaction with peers, and
the most consistent peer interaction occurs in schools.

The second problem with neglecting affective

education lies in an erroneous view of human nature that
sees the mind, body, and emotions as separate entities.

This ontology allows educators to work hard at developing
one while ignoring another, as in educating the mind

without concern for the effect emotions have on it.
In saying that this view is erroneous,

I

am making

a statement based on both my own values and on empirical

data.

I

can see the inter-relationships of mind, body and

emotions when an athletic team that is emotionally "up"

defeats one with manifestly superior skills.

I

can see it

in the importance Bobby Fischer places on physical con-

ditioning for what many would consider one of the most
intense cognitive endeavor^, chess.

And

I

see it when

I

3
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consciously convince myself that
thing when in fact,

I

I

am not angry about some-

really am.

That these three are interrelated is supported
by more than just an analysis of day-to-day events.

Many

researchers have demonstrated the effects they have on each
other.

Studies reported by Hirschorn (1970), Oxedine

1970

(

),

Rugel (1971)i Gorman (1972) and Johnson (1972) are just a

few examples.
If mind, body and emotions are interrelated, as

seems quite clear, then ignoring the systematic education
of one will negatively affect the others.

A number of

"humanistic" educators such as Brown, Borton, Fantini and

Weinstein have discussed the importance of integrating
affective education into the curriculum and the problems
that result when this is not done.

In a letter to

V/e

instein

and Fantini, quoted in the Toward Humanistic Education

George Brown says:

... it might help to talk about 'harmony'
between affect and cognition in the sense that
within the on-going growth of the individual,
often the affective domain has become anesthetized, or feeling can be going in a
different direction from the cognitive knowThe intent is to get a harmony between
ing:
the two so that they both go in the same
direction.

^P.

24.

,
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Weinstein and Fantini go on to add:
The pervasive emphasis on cognition and its
separation from affect poses a threat to our society
in that our educational institutions may produce
cold, detached individuals, uncommitted to
humanitarian goals.

Many educators state as a personal or institutional
goal, the education of the "whole person."

which is similar to the one

I

if this goal,

stated earlier of maximizing

individual achievement, is to be realized, affective

education must be given equal attention with cognitive
and physical education.

Approaches to Alleviating the Two Obstacles
There are a number of ways to overcome the two

obstacles of anti-democratic practices and the neglect of
systematic affective education, and thereby enhance each

individual's realization of his/her potential.

Curriculum

development, school governance, school architecture, and

teacher education are all factors contributing to what
occurs in classrooms, and therefore can be utilized to

alleviate these problems.
portant,

I

While all of these are im-

am concerned with the fostering of a classroom

environment which will be conducive to restoring student
rights and to the education of the whole person.

It is in

the classroom where education finally does or does not

4

P.

2?.

5
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happen, and the quality of the environment
has tremendous
bearing on this education.
In discussing the "environment,"

I

am talking about

something larger and more complex than merely the
physical
layout and objects in the room. Environment is far
more
complex than that, and includes the reactions of students
to the various stimuli in the classroom.

Robert L. Sinclair

offers a clear description of this complex concept of

"classroom environment."
One description of the environment is found
in the collective perceptions of students participating in the life of the school. What the
students perceive with a high degree of consensus is considered characteristic of the
environment, and this perceived environment constitutes the stimulus that influences student

behavior.
Educational environment
refers to the
conditions, forces, and external stimuli which
foster the development of individual characteristics.
The environment is recognized as a
complex system of situational determinants that
exert an influence upon participating individuals.
These determinants may be factors of social,
physical, and intellectual significance .
.

.

.

Defined in this way, environment is clearly a powerful
factor in the education of students.

Among the many aspects

of environment that a researcher could examine are such

things as who makes decisions and how, the quality of

verbal and non-verbal interactions of teacher and students,

^From unpublished article, "Measurement of Educational Press in Elementary School Environments." Quotation used with permission of the author.
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and degrees of explicit and implicit control,
and who

exercises them, the structuring and non-structuring
of
classroom time, and the emotional climate of the classroom.
It is important to recognize that the environment

includes a wide variety of determinants such as those
just
listed.

It cannot always be defined in strictly operational

terms, as what behaviors people manifest.

Feelings such

as trust or suspicion, solemnity or happiness, competitive-

ness or cooperation, and acceptance or intolerance may be

very influential over a broad variety of student learnings.
By carefully defining and measuring certain en-

vironmental determinants, a researcher may find significant
relationships between them and what students learn.

In

particular, environmental factors probably exert a great

influence over the degree to which students exercise their

democratic rights and are encouraged to develop all aspects
of their being.
In my opinion, an environment where pupils could

do this would be one characterized by a high degree of

pupil autonomy.

By definition,

"autonomy" involves the

notion of self-governance, of independence, so such

a

classroom environment would have students determining a
great deal of their education.
In addition,

if students exert a major influence

over their education, there is more likelihood that cognitive, affective, and physical education would be better

15

balanced.

As

defined human nature, individuals
have
needs in all three domains, and these
needs are interrelated. When young children start
school, they do not
separate their needs according to domains.
This can be
seen when asking a young child what
he/she "thinks" and
then what he/she "feels" elicits the same
answer.
‘I

As schools begin to separate cognitive and
physical
domains, and ignore dealing with the affective
domain,

students learn to separate these themselves.

If from the

very first days of school, students were allowed to exert
more influence over their education, in other words, were
more autonomous, schools would be forced to deal with all

three domains in a more balanced and integrative way.
This argument is basically a philosophical, rather

than an empirical one, but it is logical.

If one accepts

the premise of a balance of needs in the three domains,

then an autonomous environment will lead to schools better

educating "the whole person."
Definition of an Environment
Fostering Pupil Autonomy
In keeping with the previous definition of

"environment," "pupil autonomy" is defined along both

behavioral and affective lines.

Essential to the concept

is the idea that pupils are involved in the classroom

decisions that affect their learning.
I

By saying "involved,"

do not mean either that they make decisions entirely on
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their own or that they go through an empty decision-making

exercise rigged by the teacher.

Instead, it means that the

teacher and pupils together determine what will be studied
and how it will be approached, with pupils giving the type
and degree of input that their age and experience allows.
In many autonomous classrooms,

the teacher will still have

to have the final say, but this will always be influenced

by perceived and stated pupil needs and wishes.

Growing out of the decision-making process, a
classroom with a high degree of pupil autonomy will also
have a high degree of pupil-initiated learning.

This

follows logically from having pupils involved in decision-

making and is characterized by pupil suggestions of topics
to study,

pupils approaching standard material in non-

standard ways, and pupils discovering relationships among
issues and ideas that have not been suggested by the
teacher.

A high degree of pupil-initiated learning is

also characterized by teacher flexibility and adaptability
to changing pupil interests and needs.
If pupils are to initiate much of their own

learning, they must be unrestricted in their use of

learning techniques and resources.

If techniques and

resources are restricted, then so will be the content of
study, with the result that student involvement in

decision-making may become meaningless and student-

•

1?

initiated learning may be limited.

It can be argued that

all schools and classrooms have
limited resources, and
that the teachers knowledge of
techniques will also be
limited, and this is true. Yet if
the teacher does not
restrict the introduction of a new
technique or resource,
but rather, encourages it, then
pupil autonomy will continue to flourish.
'

The elements just discussed are primarily
behavioral;

they can be observed and identified by participants
and

outsiders alike.

Yet as mentioned, the affective climate

may be very important, and in a classroom where pupils
are highly autonomous, this climate will be characterized
by mutual trust and respect on the parts of the pupils and
the teachers

The fact that mutual trust and respect is present

when there is pupil autonomy does not mean that the reverse
is true,

i.e., that autonomy is present when there is trust

and respect.

It is conceivable that a classroom could

have high trust and respect but with the students exercising

little autonomy.
In theory, though,

this affective element will

occur concomitantly with the behavioral elements.

If

the teacher is allowing pupils to be involved in decision-

making, to initiate their own learning, and to utilize

unrestricted techniques and resources, he/she must have
trust and respect for the. r rights, judgment and skills.

.
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The reverse would also be true;
if the teacher trusts and
respects the rights, judgment and
skills of the pupils,
he/she will foster their participation
in these behavioral
elements
As for the pupils, they must have
trust and respect

for each other and the teacher if they
are willing to
become involved in the behavioral elements.
There is

more psychological risk involved in making
decisions for
yourself than in letting someone else do it, because
a

failure is your own responsibility.

If the pupils are

to risk failure, they must trust that their peers and

the teacher will be supportive, rather than reinforce
the

negative feeling.
Defined in this way, pupil autonomy is an environ-

mental characteristic.
tion,

Consistent with Sinclair's defini-

it exists in the interaction of classroom stimuli and

the pupils.

And because of this, one can measure its

degree in the environment through measuring the perceptions
of the pupils.

Teacher Qualities That May
Affect Pupil Autonomy
Pupil autonomy may be fostered on any of the levels

indicated earlier, i.e., curriculum, governance, teacher
training, etc.

I

am concerned with the teacher qualities

that affect it, partly because my background gives me more
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knowledge about them, and partly
because
that the teacher will have

I

maKe an assumption

the greatest effect on
pupil

autonomy.

This assumption is based on
the previous
definition of "environment.” of
the various determinants
in a classroom that affect
students, only the teacher can
influence all of them. The teacher,
not the curriculum,
architecture, school administration, or
physical equipment,
determines how decisions are made, how
the classroom is
managed, to what extent pupils work
with each other, and
so on.
Thus the teacher is a more powerful
determiner of
the classroom environment.
The Teacher’s Gesta lt
In investigating the relationship between teacher

qualities and pupil autonomy, it is important to first
decide at what level of abstraction and inclusiveness
we want to look.

It would be possible to take a strictly

behavioral point of view and analyze the various overt
behaviors which the teacher manifests.

We could also take

an attitudinal approach and test the relationship between

pupil autonomy and such attitudes as dogmatism, tolerance,
optimism, pessimism, and so on.

Finally, we could also

look at the more abstract plane of large concepts and

perceptions, such as those of the self or of others.
Each of these three approaches can be a compre-

hensive way of understanding a human being, and research
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can be effective on any of
these levels.

But each level
is likely to be more
appropriate for particular
types

of studies, and it is important
for the researcher to
be clear which level he/she
has chosen, and why.
With a dependent variable of
the complexity of
pupil autonomy, I feel that it
is important to go beyond
the level of specific behaviors
or attitudes.
As defined,
pupil autonomy includes a wide variety
of behaviors and
feelings. Among these might be such
specific items as
the teacher asking pupils what they
want to study, the

teacher encouraging pupils to bring in new
resources,
the teacher showing trust for the pupils
by leaving them
alone in the room, and the pupils showing
respect for
the teacher by not abusing this freedom.

Pupil autonomy

is derived from these and many other
characteristics and

to adequately measure it, as many characteristics as

possible must be assessed.
With so broad and complex a dependent variable,
it is unlikely that measurement of one teacher behavior

or attitude, or even a set of them, will yield signi-

ficant results.

For instance, assessment of classroom

verbal interaction through such techniques as Flanders'
Interaction Analysis is a popular type of teacher com-

petency research and can offer important findings.

Yet

there would be little point in studying its relationship
to pupil autonomy,

for it would be stretching credibility
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to see a connection
between the degrees of
teacher and
pupil talk on the one
hand, and resource
utilization or
trust and respect on the
other.

Even adding further
assessments of behavior,
such as an analysis of
teacher non-verbal
communication,
or the types of encouragement
used by the teacher, is
unlikely to be inclusive enough
to be significant.
Examining teacher attitudes is
more inclusive,
but it too is unlikely to
produce results of much value
when done in correlation with
such a broad dependent
variable. The reason for this is
that attitudes may be
motivated by very different factors,
and they may be
manifested in very different ways.
For instance, it would be possible
to determine
the degree of teacher dogmatism
through the use of an

instrument such as the Minnesota Teacher
Attitude Inventory.

We might choose a sample of teachers
with high

dogmatism scores and test the hypothesis that
they will
foster lower degrees of pupil autonomy. Yet our

results

would probably not support the hypothesis, for dogmatism
may stem from different causes and be shown in different
ways.

A teacher could be dogmatic because of a strong

belief that the universe is logically and clearly ordered.
But the same teacher could still show great degrees of

trust and respect for pupils, because he/she views human

nature in very positive ways.

On the other hand, a
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teacher could be highly dogmatic because
he/she views
human nature negatively and feels that

people are likely

to go wrong unless told just what
to do.

In the class-

room, such an attitude would be shown
by not permitting

student involvement in decision-making,
or in subtle
messages that the teacher does not trust or
respect the
pupils.
What seems necessary is to examine a level
of

teacher quality that precedes and is more inclusive
than specific behaviors or attitudes.

It has to be one

that influences everything that a teacher does and feels,
and therefore influences the variety of characteristics

making up pupil autonomy.
Many psychologists and educators have been in-

terested in this more inclusive level of teacher quality,
and there is a good deal of theory and research available
on It.

One of the difficulties in discussing it stems

from its degree of inclusiveness and abstraction.

Since

it is inclusive and abstract, not something externally

evident, we must discuss it as a construct, as an entity
that exists in theory but is not subject to empirical

proof.

Those discussing it, therefore, define it

differently and use different terminology when referring
to it*

The researcher must synthesize similar theoretical

ideas, even if they are presented in different language,
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and also see
distinctions among
discussions that, on t
he
surface, may appear
alike.

Before offering a theory
as to the nature
of this
level of personal quality
which I have derived
from
various psychologists,
I will explain my
choice of
terminology. Among the
terms used to identify
this level
are "gestalt," "concept."
"proceeding," "perceptual
field," and "perception."
The theorists using them
do not
have exactly the same
definitions, there are certain
distinctions among them, as well
as certain similarities.

Most important of the
similarities are that the terms
refer to qualities beyond
specific behaviors or attitudes, and that the theorists
use them in an attempt to
describe human nature in a thoroughly
comprehensive way.
Each term has certain advantages
and certain
drawbacks, both of denotation and
connotation. For me,
the one that has the most advantages
and fewest drawbacks
is "gestalt."
Before explaining why
I

I

have chosen "gestalt,"

will briefly discuss some of the alternative
terms.

Concept," as used by Harvey, Hunt and Schroder,
is a
clearly defined construct. Yet as I would
define it,

this level includes both cognitive and affective
elements,

and "concept" has connotations that are too
highly cognitive.

"Proceeding" is used primarily by Henry Murray
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and does not enjoy common recognition.

It also has

implications primarily of process, and as
it,

I

would define

this level includes both processes and their result-

ing entities*

"Perceptual field,

"

as employed by Kurt

Lewin, and "perception," as used by Arthur Combs, are

more popular terms, but for many people, they have too
strong; connotations of physiological processes.

In addition

to these reasons, avoiding using these terms to label this

entire level allows me to use them in discussing par-

ticular components of the level.

This will become clearer

later.

"Gestalt" has been criticized because, as a

foreign word with no exact English translation, it can
seem vague and confusing to some.

But as defined and used

by Peris, Hefferline and Goodman in Gestalt Therapy

has some attractive features.

,

it

In their introduction,

they describe "gestalt" in detailed operational ways, and
also offer some English approximations for it.

They say,

"Configuration, structure, theme, structural relationship, or meaningful organized whole most closely approxi-

mate the originally German word Gestalt

.

As they use it, it is these qualities of inte-

gration, wholeness, unity, of the whole being more than

^

Gestalt Therapy

,

p.

ix.
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the sum of the parts, that
makes "gestalt" the most
attractive term to me in discussing
this level.
I realise
that others may disagree with
my choice, but in the final
analysis, the specific term is
not as important as its

clear definition and consistent
usage.

I

hope that my

clarity and consistency will be
sufficient to make the
reader comfortable with this choice.
In analyzing human nature from
the gestalt approach,

we would say that people form
"gestalten" (the plural of

gestalt) about all manner of external and
internal
phenomena.

These gestalten are entities that influence

the observation and understanding of the world
and lead
to all types of behavior.

The formation of gestalten

begins with perceptions of the external and internal
worlds, and it is important to recognize that individuals

perceive data about their internal world, for they do form

gestalten about the self.

As this data is perceived, it

is integrated into patterns which have an internal con-

sistency and logic to them.

In other words, the indi-

vidual does not see the world as a chaotic mass of facts,
but categorizes, systematizes, and organizes facts info

coherent patterns.

An individual's patterns may not be

congruent with those of other individuals, but there will
be an internal order to them.

The structure of these patterns, as opposed to
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the specific data therein, may
be termed "concepts."
Concepts serve two functions.
One is that they provide
reference points and organizing
principles that facilitate
the perception of new data.
As new data is perceived it
is organized along previous
conceptual lines,

so that the

individual continues to see the world in
a coherent manner.
Only over an extended period of time
or when a mass of con-

tradictory data is perceived will concepts
be changed.
The
second function of concepts is that they
serve as a matrix
for the attachment of effective values
which serve to

motivate behavior.

Up to this point, the concept formation

is basically a cognitive process that provides a
coherent

view of the world.

Even if the data for concepts comes

from perceptions of the self's emotions, the concepts
themselves are cognitive.

Then as the individual experiences

various needs, affective values arise which are connected
to these concepts.

It.

is affective values which motivate

behavior.
A simple example will clarify this last point.

The two year old son of friends of mine has developed the

concept that when he exhibits a certain facial expression
and a certain body posture, one of his parents will

probably pick him up.

This concept was formed through

his analysis of his own and his parents' previous be-

haviors.

Now when he experiences a feeling of fear,

insecurity, or just a need to be loved, this affective
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value combines with this concept
and leads him to show the
appropriate behaviors.
The level of gestalt is therefore, a
series of

acts, namely the perceiving of data and
integration of it
into patterns, the abstract concepts
that result from
these acts, and the affective values that
arise in con-

nection to the concepts, and which motivate
behavior.

Those familiar with the psychologists mentioned
previously will see much of their theories in this
definition.

I

have changed some of their terminology and

synthesized many of their ideas so that this definition
will work in a clear and consistent manner.
So that the reader can see the connections be-

tween their ideas and mine, and recognizing that for some,
ideas

I

have presented may be clearer when explained in

different language, following are some representative
statements from these psychologists.

I

have added some

words about how their ideas fit into the previous definition.
As mentioned, Henry Murray uses the term "pro-

ceeding" similarly to the way

I

have defined "gestalt,"

he defines "proceedings" as:

the things which we observe, and try to represent with models, and to explain, the things

28

which we attempt to predict,
which we test the adequacy of the facts against
our formulations

7

Here we have almost all the
parts of the definition of
’gestalt," including the perception
of data, the concept
formation, and the utilization of
concepts in further
perception. All that is missing is
the affective element
attached to concepts.
In their intricate discussion of
concept formation

and functions, O.J. Harvey and Harold

Shroder concentrate

primarily on these cognitive aspects of
what
"gestalt."

I

have termed

But they also refer to motivational
elements

which are probably affective.

Their description of con-

cept formation is particularly lucid.

The world orsome novel part of it when first
faced by an individual is tantamount to psychological nothingness for him, a state in which
it remains until the operation of some factor
within the organism is activated at the proper
moment, resulting in some type of adventitious
wedding between the internal state and object.
This subject-object cathexis constitutes a concept ®
.

In addition to this,

I

would add only that this "object"

may be the 'internal state" itself.

Harvey and Shroder

would probably agree, since they go on to discuss at
length the concept an individual forms about the self.

7

Explorations in Personality

Q

,

p.

43

.

"Cognitive Aspects of Self and Motivation," in
Motivation and Social edited by O.J. Harvey, p. 112.
,

,
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Once concepts are formed,
they do serve as a
basis for motivational
elements.
Discussing the functions
of concepts, Harvey and
Shroder say
:

One's interlocked matrix of
concepts operating as an evaluative baseline
metering system, serves, it is or cognitive
assumed as the
psychological referent points or
internal
standards in relation to which
motivaUonal
arousal is effected and must be
considered. 9
Though they do not go into detail
on the nature of this
motivational arousal, as a term, -arousal"
has distinctly affective connotations. Thus
Harvey and Shroder
seem to include all the elements
I have defined as constituting "gestalt."
Kurt Lewin brought the term "perceptual
field"
into common psychological usage.

In doing so,

perception in ways different than

I

have.

I

he defines

have used

it to refer to the assimilation of data about
the world,

an assimilation that is basically physiological.

Lewin

uses it in a broader sense, and by describing this internal

level as the
of a

perceptual field," he includes the formation

matrix of concepts," in Harvey and Shroder 's terms.
But Lewin is also very concerned with the direction-

a lity or motivational aspect of the perceptual field.

9

Ibid.

p.

105

.

In

.
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discussing how new directions for behavior
take place, he
says, "there occurs a steering of the
process by the perceptual field." 1

Lewin does not discuss these motivational

aspects in as much detail as one might wish,
but his theory
does leave room for the interpretation of
these aspects as

affective

Arthur Combs is also particularly interested in
the motivational nature of what he terms simply as "per-

ception.

"

His discussion of perception includes what

Harvey and Shroder would term "concept formation," but he
concentrates on how perception determines behavior.

He

sums it up this way:

Behavior is always a function of perception.
That is, how a person behaves at any moment
will always be a function of the nature and
condition of his perceptual field at the moment
of his behavior.
In this light, behavior is no
more than a symptom, an expression of the dynamics of causation which lie in the perceptual
field of the behavior. 11
Thus the ideas of these psychologists can be syn-

thesized into the definition of "gestalt" offered earlier.
In part or on the whole,

they support this definition and

its component parts.

10

Conceptual Representation and the Meas u rement of
Psychological Forces, p. 58
.

11

Florida Studies in the He lping Profession s,

p.

12.
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The Gest alt of the Self
or the Self-Concept

,

It is not surprising
that Combs makes such a

strong and clear statement of
the causal relationship
between perception and behavior.
He and his associates at
the University of Florida
have conducted several
studies

investigating the effect of specific
perceptions on the
performance of practitioners in a
number of "helping
relationships," including teaching.

These have been re-

ported in Flo rida Studies in the
Helping Professions

.

To facilitate their work, they
developed a system
of five areas or categories of
perceptions.

This system

is both simple and comprehensive
and can be easily used

in discussing the gestalten every
individual forms.

Combs, et al.

,

feel individuals develop perceptions in the

following areas:

of the self, of other people,

of a

task, of appropriate methods to complete the task,
and
a general frame of reference.

This last area refers to

such questions as the individual's being "inner-directed"
or

outer-directed," being concerned more with process or

more with results, looking at things from a historical

perspective or seeing them in the "here and now," and so
on.

Obviously these areas and the specific perceptions
therein are interrelated.

therapists would tell us,

For instance, as many psychoL.n

individual^ perceptions of
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him/herself may strongly color
his/her perceptions of
others.
Or the fact that an individual
is much more
concerned with process than end results
may dictate much
of his/her perceptions of appropriate
methods to complete
a task.

Nevertheless, this system helps the
researcher

look on a specific gestalt that may be
related to a selected
dependent variable.
In doing so, he/she would be dealing
with all the components of the "gestalt."
For example,
in examining an individual's gestalten
about others, the

researcher is working with that individual's perception
of
data, concept formation, concept influence on further

perception, and affective attachments to the concepts.
In looking at possible relationships between

gestalten and pupil autonomy,

I

am particularly interested

in those an individual develops about the self.

partly because

I

This is

see self-gestalten as being operative

in so many areas of a person’s life.

I

would argue, in

fact, that self-gestalten precede all others, and are

therefore the most significant that we can examine in

assessing an individual's performance.
The impact of self-gestalten in teaching seems
to be especially important.

In analyzing my own teaching,

and in my observation of those training to be teachers,

self-gestalten seem to be woven

through the entire
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iabnc of the teaching experience.

They are not always

immediately evident, but when one analyzes
teaching from
the standpoint of how the individual
perceives him/
herself, the concepts that are formed about
the self,

and how the individual feels about these
concepts,

self-gestalten appear ubiquitously influential.
A growing number of researchers,

including Combs

and his associates, appear to agree with this view.
As

I

will discuss later, research on self— perceptions

or gestalten and their effects on -teaching has been

growing rapidly.
At this point, rather than to continue discussing

"self-gestalten," a term that
most readers,

I

"self-concept."

I

assume is unfamiliar to

will shift terminology and use the familiar

Though

I

in a more limited sense,

have previously used "concept"

from here on

I

will use it to

refer to all aspects of the gestalt level, perceptions,
concept formation, affective attachments and so on.
"Self-concept" has been widely used by psychological

theorists and researchers and will be a more comfortable
term for most people.

Though there is a wide variety of

theories of "self-concept,"

I

will use it in a way that is

identical with the definition of "gestalt."
My definition of self-concept is derived from
that of gestalt, but it also rests on the ideas of such

"
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theorists as Carl Rogers. Gordon
Allport. Seymour Epstein,
and William H. Fitts.
I am indebted to
their work, as
well as to Ruth Wylie, whose
The Self-Concept helps
clarify
an area where such terms
as "self-concept"
"self-image,"

"self-perception,

"

"self-realization.

"

"self-actualization.

and "ideal self” are used
with varying degrees of consistency and clarity.

Definition of Self-Concep

t.

In order to make my theory of
self-concept clearer,

will contrast it with a definition of
"self-image,"
The latter consists of an individual's
assessment of his/
her various skills, attitudes, feelings,
behaviors,
I

experiences, faults, and physical characteristics.

In-

ternally, self-image would consists of statements
like,
I

am a good golfer,

of my children,

physique."

I

"

"I

like ice cream,

get angry easily,"

"

"I

"I

take care

have an average

In the framework of the definition of gestalt,

this area of self-image consists of the perceptions of

data about the self, data the individual would consider

objective and "true."
These perceptions, or assessments, are then in-

tegrated into broad categories that we can term "subselves."

These categories correspond to the level of

concepts in the gestalt definition, but to avoid confusion
with the overall discussion of self-concept,

I

will term
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them sub-selves.

All individuals have basically
the same
set of sub-selves, though the
content of them, the statements that make them up, might be
very different. For
instance, everyone has a physical
sub-self, but one person
might have this based on assessments
such as "I am slim
and I am well-coordinated," while another
might say, "I

have attractive features and

I

wear clothes well."

Besides the physical, other sub-selves include
social, or how one deals with other people; spiritual,
or one

s

view of one's place in the universe; emotional,

or the feelings one engenders in dealing with
day-to-day

living

;

intellectual, or one's view of one's origins

and previous life experiences; and moral-ethical, or
one's view of the rightness or wrongness of one’s actions.
This is the extent of self-image.

It takes in the

observation of data and its formation into sub-selves.

From this description, it is evident that self-image,
as always with the first steps of the formation of con-

cepts, is the result of a cognitive process.

Whether

the individual is right by the standards of others, he/
she sees these specific assessments and the sub-selves
as real.

The sub-selves have a strong degree of

permanency and help organize the perception of new
data.

Self-concept goes beyond self-image in the in-
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elusion of affective attachments or values.

"Value"

comes from the Latin root meaning "power" or "weight,"
the same root from which the chemical term,
is derived.

"valence"

With "value" and with "valence" there are

denotations of an empowering or weighting that leads to
directionality.

In the case of self-concept,

these

affective values are weightings of concepts that lead to
action.
The affective values do not always mirror the

negative or positive nature of

the'

sub-selves or self-

image, so that it is possible for an individual to have
a positive self-image and a negative self-concept.

example, he/she might say,

"I

For

am a good golfer," but

have no positive affective value attached to this perception.

He/she might even have a negative value

attached, in that despite his/her ability, he/she simply
does not feel good playing the game.

This negative
Similarly,

value would lead him/her to avoid playing it.

he/she might have a negative perception such as

"I

am

a poor story-teller," but not be bothered emotionally

about this.
The strength and quality of the affective value

will usually vary from sub-self to sub-self.

To some

the spiritual sub-self and its affective values may be
submost important, while to others the intellectual
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self and value is paramount.

Thus it would be possible

for an individual to have a negative self-image in one

sub-self, yet have a very positive self-concept because
the affective values attached to the other sub-selves

outweighs the negative values attached to the one.
The negative -or positive consistency of the self-

concept level to level, and across the sub-selves may be
a significant factor in certain situations.

discuss shortly,

I

As

I

will

believe the classroom to be such a

situation.
The sub-selves and their affective values then
serve to influence new perceptions and motivate behavior.
If an individual has a negative social sub-self, new data

will be organized along this line.

The individual may

be convinced that others do not like him/her, even if

they actually do.

And because of the value attached to

this sub-self, the individual will be motivated toward

certain behaviors.

He/she may try to avoid contact with

others, or may try extra hard to be ingratiating.

The

choice of the specific behavior is dependent upon the

interaction of other gestalten, but it

is

fundamentally

rooted in this aspect of the self-concept.
dynamics
How the affective values develop and the

behavior
of influencing new observation and motivating
and I have yet to
are things I do not fully understand,
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encounter a comprehensive explanation for
them.
purposes of this study, however,

I

For the

am concerned with the

end result, the self-concept itself, and so

I

will not

consider these dynamics.
I

however.-

am concerned with the stability of self-concept,
Consistent with what

I

have said of the per-

manence of the conceptual level of gestalten,

I

see it

as relatively stable, accessible to change, but only over
a long period of time or under the bombardment of a mass

of contradictory data.

This degree of stability will

vary somewhat from individual to individual.

If we

imagined that the most positive self-concept was worth
100 points, and that everyone has a score between zero and
one hundred, day-to-day fluctuations for some people might
be only one or two points, whereas for others they could be

eight or ten.
It would seem that situations of high intensity,

ones that demand a lot from the individual in terms of

physical, emotional and mental energy would probably
cause greater fluctuations.

These are situations where

the individual may encounter much new data about him/

herself, with a resulting change in the sub-selves and

affective values attached to them.
This, then, is the definition of self-concept

will use in this study.

I

believe it lends itself to

I

testing, and as

I

will explain in the next chapter,

see it as having a strong relationship to pupil au-

tonomy.

I
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CHAPTER

II

EXPLANATION AND SUPPORT OF THE
HYPOTHESIS OF THIS STUDY
The Rationale
The purpose of this study is to investigate
the

relationship between the selected variables of student
teacher concept and pupil autonomy.

The hypothesis under-

lying this investigation is, "Student teachers with positive
se -^” conce P^ s w

iH

foster greater degrees of pupil autonomy

than those with negative self-concepts."
I

will also investigate four sub-hypotheses which

are derived from the general hypothesis guiding this study.

They are as follows:
1*

Breaking self-concept into "dimensions"

corresponding to my discussion of observations, selfimage, affective values, and motivational directions is
a valid way of treating it for the purposes of this study.
2.

Breaking self-concept into sub-selves, as

I

have discussed, is a valid way of treating it for the

purposes of this study.
3*

The affective aspects of self-concept are more

significant in the fostering of pupil autonomy than the
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cognitive aspects.
4.

The consistency of self-concept across

dimensions and sub-selves is significant to the fostering
of autonomy.

The first two sub-hypotheses follow from my definition of

self-concept

,

and as will be discussed, are premises that

went into the development of the instrument used to measure

self-concept.

The last two sub— hypotheses will be discussed

in the context of the rationale for the general hypothesis.
It is my contention,

one

I

will support with

theoretical and empirical evidence, that there are certain
characteristics associated with positive self-concepts
that are more conducive to the fostering of pupil autonomy.

My argument is one suggesting that the hypothesis is
plausible, not that theory or empirical data are in any

way conclusive.

There are three reasons for operating

only at the level of plausibility.

One is that the area

of self-concept theory is complex, often confusing, with

no full consensus on just what constitutes a self-concept.

The second is that research on self-concept has not pro-

duced clear and consistent predictions as to origins or
effect.

The third reason is that it is often necessary
to construct an intervening theoretical link between the

ideas of a theorist or work of a researcher and my hy-
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pothesis.

This reason is connected to the first two in

that the breadth of self-concept theory requires a

focusing in order to support the hypothesis, and in that
research on hypotheses similar to mine is scanty and
hardly conclusive.
Thus the theory and research support only the

notion that the hypothesis is plausible, and they often do
so with theoretical links that may not be accepted by

everyone.

In other words,

I

might argue that theory or

research showing that a positive self-concept individual
is likely to manifest qualities A,

B,

and C supports

my hypothesis because these qualities are conducive to

fostering autonomy.

But

I

recognize that some might

disagree and claim that these qualities have no causal

relationship to this variable.

I

will try to make clear

just what these links are and when they are necessary.
I

also want to make it clear that while

I

am

arguing that a positive self-concept is necessary for the
fostering of pupil autonomy,
sufficient

.

I

am not claiming that it is

The teacher's educational philosophy, know-

ledge of methods, the characteristics of the age group

he/she works with, and the rules and customs of the school
in
will all have some affect on the degree of autonomy

the classroom.

But

I

am arguing that without a positive

combination of
self-concept, even the mos" advantageous
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philosophy, methods, characteristics, and environment
will not lead to the fostering of autonomy.
As is evident in the description of pupil autonomy,
an autonomous classroom requires a teacher who displays

certain qualities.
of approach,

Among these are an overall consistency

sensitivity to individual differences and

needs, tolerance of these differences and needs, real concern

for what will benefit pupils, flexibility of methods,

tolerance of dissonant situations, and a valuing of process,

not just end results.

The teacher with a positive self-

concept will be more likely to manifest these qualities.
To some, it might not be clear why this last

statement may be true.

It is conceivable that a person

with a negative self-concept could also show all these
qualities, but there is logic to the idea that those

with positive self-concepts are more likely to do so.
A premise to the argument supporting the hypo-

thesis is that people want to feel good about themselves.

This is not an easy assumption to prove, but it does
seem that happiness is something people strive for, and
themselves.
that they feel happier when they feel good about
will,
If their self-concept is negative, they

fashion, try to improve it.
a

in some

In the case of someone with

seeking
"martyr" complex, this might even be done by

misery.
what appears to others to be unhappiness or

Or.lj
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in the situation of an extremely self-destructive pathology

will an individual not try in some way to feel good about
him/herself.

According to my definition of self-concept, an
individual with a positive one must be able to perceive
large amounts of data about the self.

Once data is ob-

served, it must be integrated into concepts or sub-selves,

that have a consistent internal logic.

And, finally,

positive affective values must be developed and attached
to the sub-selves.

The result of a breakdown in any of these steps

will be a negative self-concept.

Individuals with such

self-concepts may simply be incapable of perceiving even
basic facts about their behaviors and feelings.

Or they

may be unable to abstract from the data a strong and clear
set of sub-selves,

in which case,

there would be little

basis for the attachment of positive affective values.
Finally, it may be that data perception occurs smoothly
and there are strong sub-selves, but for some reason,
the individual attaches negative values to them.
poor,
If data perception of sub-self formation is

negate
the result may be more than just a neutral or

self-concept.

-e

Such a deficiency will result in the mo-

with
tivating affective values being weak or ambivalent,
be able to act
the result that the person is unlikely to

decisively.

act
Though a teacher fostering autonomy must

*+5

flexibly, he/she cannot be confused as to what
he/she should
do.

Nor can he/she drastically change approaches, one
day

allowing almost any kind of pupil behavior, the next cracking down on the slightest deviation from standards.

This is where sub-hypotheses #3 and #4 enter.

Since it is the affective values that motivate behavior,
the teacher who is behaving in such a way as to foster

autonomy must have strong, positive affective values.
is not necessary,

It

however, that he/she have a strongly

positive self-image, since self-image is an intervening
stage developed well before behavior is initiated.

He/she

could have something less than a very positive self-image,
but still have very positive affective values, leading to
the appropriate behavior for fostering autonomy.

Thus

it is likely that in this study, we will find the affec-

tive aspects of self-concept appear more significant

than the cognitive.
It should also be clear why there is reason

behind sub-hypothesis #4.

If a teacher's self-concept

fluctuates greatly across dimensions or sub-selves, then

his/her behavior will be motivated by very differing
affective values.

If the teacher is erratic in his/her

behavior, student involvement in decision-making will

also be likely to vary, perhaps diminish greatly.

And if

his/her behavior varies greatly, student trust, and perhaps
respect, will be subverted.

.
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Self-concept is a process, as well as a group of
entities, and as is implicit in the previous description,
the process of the positive self-concept is smoother and

more consistent.

Data is easily perceived and formed into

concepts, the concepts facilitate further perception,
and affective values are strongly and clearly attached to
the concepts.

Because this process is smoother, the person with
the positive self-concept does not have to expend as much

time and energy on it.

He/she can devote this time and

energy to learning about others, perceiving data and

forming concepts about them.

On the other hand, the

person whose self-concept is deficient in some way must

work harder at perceiving data, forming sub-selves, or

developing positive affective values.

This will come

before learning about others, with the result that this

person is less likely to develop the sensitivity to
others that the individual with the positive self-concept
can

This factor is important for the teacher trying
to foster pupil autonomy.

If he/she has a positive

self-concept, he/she can develop the necessary attention
and sensitivity to pupil needs.

And while the individual

closely
with a negative self-concept may want to attend
do this.
to the pupils, he/she will be less able to

4?

Along with this sensitivity comes a real understanding of just how much each individual is unique.

The

more sensitive a person is, the more he/she can acutely

perceive subtle bits of data about others.

Understanding

such data and understanding why an individual acts as

he/she does can lead to increased tolerance.

As has been

pointed out for centuries, intolerance breeds from ignorance.

If we really understand a person, we can be

more tolerant and accepting of them, even if we abhor

certain of their actions.

Such tolerance is at the root

of a teacher’s respect for pupils whose actions may often
be aggravating.

Allied with the ideas of sensitivity and understanding is the notion that the individual with a positive

self-concept is better able to transcend purely selfish
concerns and do what is really best for the pupils.

One

reason for this is that he/she is more likely to know
what is "really best" for them.

A second is that he/she

does not need to "use" the pupils in such a way as to

boost his/her own self-concept.

The teacher who does not

feel good about him/herself may try to use the pupils
in subtle or overt ways that increase his/her self-

concept.

He/she may not be aware of this, partly because

of the reduced sensitivity to others, but this "using"
or manipulation will occur anyway.
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For instance, if a teacher has a negative in-

tellectual sub-self, he/she may be threatened by bright
pupils and operate in such a way as to keep all pupils
at the same, and a safe, level.

Such operation would

obviously be contrary to the fostering of pupil autonomy.
Or if the teacher is dissatisfied with the power he/she

exerts in life outside the classroom, he/she may seek to

compensate for this by exerting absolute power over the
pupils.

This too runs against the fostering of autonomy.

This increased sensitivity and concern for others
of the positive self-concept teacher can be termed "respect"
or even "love."

This respect or love is important in its

own right in creating the proper emotional atmosphere for

autonomy, but it is also likely to lead the teacher to

accept pupils' input to the decision-making process and
to encourage pupils to initiate their own learning.
It is likely to enable the teacher to be flexible

enough to tolerate the dissonance often created by indi-

vidual differences.

This dissonance may be characterized

own
by such things as some pupils working better on their

and others needing a group, some learning more efficiently
quiet,
in a noisy atmosphere and others requiring

some

needing
requiring active learning techniques and others
more passive ones, and so on.

Dissonant situations are

the teacher,
more taxing and demand more flexibility from
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and unless he/she has a strong concern for the students

and a high degree of sensitivity to their differences,

he/she is less likely to be flexible and tolerant of
such dissonance.

Tolerance of dissonance is part of a concern for
and a valuing of educational process which a teacher must

have if he/she is to foster autonomy.

If he/she is con-

cerned only that pupils achieve certain predetermined
goals, that they acquire particular skills or sets of

knowledge, he/she is likely to choose a limited number of

learning modes for all pupils.

He/she will show a ten-

dency to hearken back to the days of Frederick W. Taylor
and approach the educational process in the manner of a

factory efficiency expert.

Naturally such an approach limits rather than
promotes autonomy.

When the educational goals have been

set by someone other than the pupils, they may not be

what is best for some of these individuals.

And if

or
"efficient” learning styles are set by the teacher
be
administration, pupils who cannot adjust to them may

cut out of the educational process.
underBecause of his/her increased sensitivity,
a positive
standing and tolerance, the teacher with
importance on
self-concept will probably place more

as end reprocess, seeing it as being as significant
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suits •

In addition,

such individuals are more generally

concerned with process than simply the results, and can
receive satisfaction from exploring the means to an end,

rather than just from the end itself.
from the work of

0.

J.

This concept comes

Harvey and Harold Shroder, and

I

will discuss it further in the next section.

Theoretical Support

Humanistic educators and psychologists generally
support the idea that an individual with a positive

self-concept is better able to achieve the kind of open,
accepting, concerned qualities discussed in the previous
section.

Carl Rogers, Ashley Montagu, 0. J. Harvey,

Harold Shroder, and Abraham Maslow are among these psychologists, and they support my hypothesis in part and on
the whole.

Neither Rogers nor Maslow uses the term "selfconcept."

Rogers discusses the importance of an indi-

vidual's "self-realization," while Maslow describes a
person's "self-actualization."
different,

I

Though their terms are

feel that the ideas they discuss are quite

similar to my theory of self-concept.

In each description

there are positive emotional values attached to specific

self-images or sub-selves.

Thus for self-realization

to
or self-actualization, the individual must be able

perceive data, form concepts, and generate positive

.

.
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affective values.

In addition,

in each description there

is an integration of the processes of concept formation

and affective attachments so that the final result has
a consistency that allows the individual greater realization

of his/her potential.

Even if there are specific sub-

selves with somewhat negative values, the overall self-

concept has an internal harmony and a positive nature that
fosters greater efficiency in all of the individual’s

actions
In discussing self-realization, Rogers indicates

the importance of perceiving and utilizing data about the
self.

He says:

person perceives and accepts into one
integrated system all his sensory and visceral
experiences, then he is in a position to be more
accepting and understanding of others as separate
(his italics) 12
and different individuals.

Y/hen a

Here we have the perception and what

I

read as concept

formation in Rogers' terminology of "integrated system."
And in saying that the individual "accepts" this data,
Rogers uses a word with distinctly affective connotations
If we "accept" data or concepts about ourselves, this

implies that we must have some positive "feelings" toward
them.

Thus Rogers' brief description parallels the theory

notion
of self-concept, and supports the previously stated

12

0n Becoming a Person , p. 43 5 .
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that those with positive self-concepts can be more sensitive,

understanding and tolerant of others.
Self-realization is also important in Rogers'
theories, because it helps individuals achieve what he calls
an "unconditional positive regard" for others.

This follows

logically from the acceptance and understanding just mentioned, and is similar to the kind of respect or love

I

discussed in the previous section.
Rogers discusses the importance of "unconditional

positive regard" in the context of the relationship between psychotherapist and client, but it is easy to see

how it also relates to that between teacher and pupils.
If the teacher is to foster autonomy, he/she must have

this regard, respect, or love for the basic natures of all
the pupils.

He/she must be able to transcend reactions

to specific actions, and see each individual as having in-

trinsic rights and intrinsic worth.

He/she must encourage

individuals to exercise these rights, which may be termed
those of "self-determination," and believe that by doing
so, they will most fully realize their potential.

The preceding is an example of the type of theo-

retical link

I

Some might argue that

described earlier.

"regard, respect, or love" have nothing to do with the

fostering of autonomy.

Obviously

I

believe that they do,

and if this link is accepted, Rogers' theory supports
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this aspect of the hypothesis.

The self-realized teacher,

or the one with a positive self-concept will be better able
to show the kind of respect for pupils essential if autonomy
is to be fostered.

In his powerful essay,

"Quest for Self," Ashley

Montagu makes a similar argument.

He uses the term "love"

and describes the importance of a teacher's ability to
love in connection with his/her role in fostering autonomy.
He says

s

The educator's function is to enable the individual successfully to negotiate the journey
in search of self by giving him sustenance and
stimulation to pursue that journey as creatively
as possible.
This requires teachers who are
themselves able to love for it i£ by; being loved
that one learns to love just as one learns to
(his italics) 1 ^
speak by being spoken to.

—
.

Montagu's description of the educator's function as helping in the "search for self," and his recognition that

this must be done as "creatively as possible" is thoroughly

consistent with my definition of autonomy.

His connecting

this function to the ability to love supports my hypothesis, for, as most psychotherapists would tell us, if

you do not love yourself, you cannot love others.

Self-

love can be equated with the positive affective values of
a self-concept, and if an individual does not have these

1^

In individualization of Instruction
Virgil M. Howes, p. 23»

,

Edited by
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feelings, will be unable to generate them for
others.

According to my previously stated premises, he/she
will be
too occupied with improving the self-love to have very
much
love for others.
The theme of self-love is implicit in much of

Maslow's descriptions of self-actualization.

The individual

has strong positive feelings toward most of his/her self-

perceptions and is not overy disturbed by negative ones.
As such, the individual can transcend the self and attend
more closely to others.

Maslow says:

In the normal perceptions of self-actualized
people
perception can be relatively ego transcending self - forgetful egoless
It can
be unmotivated, impersonal, desireless, unselfish, not needing detached.
It can be object-centered rather than ego-centered.
(his
italics )!4
•

.

.

,

,

.

,

This argument is similar to Rogers' and with a similar

theoretical link, supports my hypothesis in its connection
of self-actualization or self-concept with attention to

others.

The qualities Maslow discussed in the previous

quotation are part of his overall scheme of what he calls
B-values.

"B" stands for "being," and B-values are the

feelings and cognitions which enhance the best in human
life.

He argues that all people aspire to these values,

14

Toward a Psycholo gy of Bein g,

P*

79.
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but they achieve them only during "peak
experiences" or

achieving self— actualization

•

Among the B— values

are such things as beauty, simplicity, aliveness,
truth,

and effortlessness.

Two of the B-values of self-actualization are

particularly important in connection with the hypothesis.
One of these is self-sufficiency, which he defines as

"autonomy; independence; not-needing-other-than-itself-

in-order-to-be-itself

;

self-determining; environment-

transcendence; separateness; living by its own laws." 1 ^
If a teacher is a model for students, as most educators

would argue, then it is obvious that he/she must have a
fair degree of autonomy if the students are to develop
theirs.
The other important B-value is wholeness, which
he describes as "unity; integration; tendency to one-

ness; inter-connectedness; simplicity; organization;

structure; dichotomy-transcendence; order.

This value

is important not only because it would enable the teacher

to see the whole individual rather than component parxs,

but because it would allow him/her to accept the situations
of dissonance described earlier.

^Ibid.,
l6

Ibid.

p.

83*

Such a value would

,
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facilitate the ability to perceive underlying order in

apparent chaos or intrinsic goodness under irritating
behavior.
Rogers, Montagu and Maslow thus support the parts
of the rationale for the hypothesis that deal with con-

sistency, sensitivity, tolerance, real concern for others,

flexibility, and tolerance of dissonance.

naturally agree with their theories,

I

While

I

quite

must admit that

particularly in the cases of Montagu and Maslow, they leave
something to be desired in terms of structure and clarity
of terminology.
0.

J.

Harvey and Harold Shroder, on the other hand,

take a much more rigorous look at the development of self-

concept.

In Chapter I,

I

discussed their description of

how the self-concept is formed, and argued that while they
do not specifically discuss affective values as part of

the self-concept, there is room for interpreting their

theory as including the affective domain.
In "Cognitive Aspects of Self and Motivation,"

they examine closely the development of the self-concept.

They see this growth as occuring primarily along a con-

tinuum of concreteness to abstractness.

While there are

other dimensions such as clarity-ambiguity, compart-

mentalizat ion- interrelatedness
and openness-closedness

,

,

centrality-peripherality

the concreteness-abstrac tness

57

dimension is seen as paramount.
Growth on this continuum falls into four stages
or systems.

While they do not draw a direct parallel

between these stages and what

I

have termed the negative-

positive dimensions of self-concept, they indicate that
the self-concept does improve as the individual progresses

through these four stages.

He/she becomes less dependent

upon external reward for a feeling of self-worth, develops
a stronger sense of differentiation from the rest of the

world, and at the same time, has a more highly integrated

concept of self, is better able to tolerate ambiguity and
change, is more adaptable to new situations, can think

better in hypothetical

terras,

and has a stronger sense of

the self as being able to effect change in the world.

These qualities are consistent with the descriptions

offered by Rogers and Maslow of the positive self-concept
person.

They support the hypothesis in similar ways, but

Harvey and Shroder add more specific descriptions of the
highest or most positive stage, Stage
support.
way

4,

that lend additional

They describe an individual at this stage in this

t

Because his positive self-worth is not dependent on some external criterion, the trainee
in Stage 4 conditions is able to try alternate
approaches to his environment without fear of rejection or punishment.

s
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The self or conceptual system that emerges
from. these conditions is more highly articulated
and integrated, capable of coping with more varied
conditions because of learning through understanding rather than from cathechisraic reproduction of overt responses prescribed by an omnipotent and capricious agent. 17

This is an apt description of how a teacher fostering

autonomy must act.

He/she must try alternatives and deal

with varied conditions.

describe explicitly

Further on, Harvey and Shroder

what is implicit in the previous quo-

tation, the importance of looking at process, at the

means, not just the ends.

Again discussing the individual

at Stage 4, they say that he

should be more likely to manifest exploratory
behavior and curiosity, and to be inherently
rewarded by the activities and consequences involved in look ing search ing and do ing rather
than by gaining of some terminal end point or
external incentive. Possessed of a greater
security in the foundations of the self, such
an individual is less compelled to make the
world fit into rigidly bounded and narrow conceptual moulds. He can afford, even seeks, to
admit the world unfettered into his self sys(their italics) 18
tem.
,

,

,

Here Harvey and Shroder offer support for the only

part of the rationale which

I

have so far not discussed,

the valuing process as well as end results.

The posi

^ve

self-concept teacher is likely to be more concerned with
autonomy
process and thus will be better able to foster the

17

18

P.

122.

P.

130.
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of the pupils.

Brought together, the ideas of Rogers, Montagu,
Maslow, Harvey and Shroder make a strong theoretical argu-

ment for the plausibility of the hypothesis.

Empirical Support for the
Hypothesis

Self-concept has been investigated by a great

number and variety of researchers.

Partly because of the

different theories of what a self-concept is, and partly
because of the difficulties of measuring it, the results
of this research are far from conclusive.

As mentioned

earlier, there seem to be certain characteristics which
are often associated with self-concept, but for every
two or three studies demonstrating a connection between

self-concept and variables such as socio-economic background, body type, or vocational performance, there are
one or two which fail to show such a relationship.
In the field of education, more work has been done

on pupil self-concept than teacher self-concept, but that

which has been done with teachers often has some relevance
to my hypothesis.

Though

I

have not seen any work which

is similar to the entirety of this study, a number of

researchers have done studies which support parts of the
hypothesis.

.

6o

Many of

"the

studies

I

will refer to have been

conducted with student-teachers*

These are particularly

relevant for this study, because, for reasons

I

will ex-

plain in the next chapter, my sample consists of student

teachers
A number of researchers have examined the re-

lationship between self-concept and general teaching
effectiveness.
(

1970 )

»

Shafer (1962), Garvey (1970), and Passore

found that student teachers with positive self-

concepts were judged to be more effective in the classroom.

Unfortunately, the criterion for effectiveness in

these studies was grades or ratings by supervisors.

The

standards which the supervisors used and the assessment
skills of the supervisors are not reported.

Therefore

we do not know what "effectiveness” really means, or if
it is in any way related to fostering pupil autonomy.

Foster

(

1969

)

added student teacher self-des-

criptions and evaluations to the supervisors' ratings.
Self and supervisor evaluations correlated positively

with each other and with self-concept, but again we do
not know just what these ratings mean.

Vonk (1970) used pupil surveys to judge effective-

ness and found that they also correlated positively with
self-concept.

My bias is that pupils will often be better

judges of teaching than "professionals" because they are
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closest to the actual learning that takes place,
and because they are less likely to hold up fixed
educational

values as the standard of judgment.

Thus for me, this

study has more significance than the others just
mentioned.
In addition,

some of the criteria that Vonk used in the

survey are similar to those constituting autonomy, so that
study offers more specific support for the hypothesis.

Studies that examined self-concept and a more
specific variable than "teaching effectiveness" tend
to have been superior in terms of the research design.

For instance, in two well-conceived and conducted studies,

Walberg (1967) demonstrated the importance of self-concept
in the student teaching experience.

He found that the

ideals and values of student teachers often clashed with
the reality and demands of the teaching role.

Individuals

with positive self-concepts were better able to withstand these demands and maintain their ideals.

They were

also more effective in exerting their personality in their
teaching.
This is another instance where we must draw a

link between the variable Walberg investigated and pupil
autonomy.

I

would argue that fostering pupil autonomy

requires a consistency of approach on the part of the
teacher.

A teacher who is trying to do this may be

running counter to the prevailing norms of his/her school
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and colleagues.

Various overt and covert attempts may be

made to make him/her conform to these norms.

In such a

situation, the teacher must be able to withstand these

pressures and avoid the temptation of acting upon his/her
ideals only when he/she is sure of "getting away with it."

With this link, Walberg's work supports that part of the
rationale dealing with consistency of approach.
As

I

have already discussed, another important

aspect of pupil autonomy is pupil initiated work.

A

number of studies have looked at this variable and found

it

to be correlated positively with teacher self-concept.

Smith (1968) conducted one of these, but in assessing
the degree of pupil-initiated work, she used teacher

self-reports.

This ichoice can be criticized on the grounds

that since pupil-initiated work is a commonly stated

teacher ideal, the teachers may have been biased in their
reports.

In addition, these reports were retrospective,

covering as many as ten years, and the time factor would
probably increase the degree of bias.
Cogan (1956) conducted a much more rigorous study

that produced some interesting results.

He showed that

the pupils of teachers who demonstrated "inclusive"

behaviors initiated more of their own work.

In defining

"inclusive"
these types of behaviors, Cogan describes the

and others,
teacher as approachable, accepting of self
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encouraging, one who "seeks to explore and
arouse the

interests of the child."

The "preclusive" teacher is one

who produces anxiety in pupils, is less accepting
of

his/her own faults and mistakes, and is more
interested in
maintenance of external standards than in the pupils.
Cogan does not specifically deal with self-concept,
and to accept his results as support for the hypothesis,
it is again necessary to make a theoretical connection

between his variable, the "inclusive" behaviors, and a
positive self-concept.

If the previous discussion of

self-concept is accepted, this link is clear, for

have

I

argued that the positive self-concept individual is more
self-honest, accepting, and interested in others.
I

But,

recognize that using Cogan' s work to support the hy-

pothesis may be disputed by one who does not accept these
elements of the positive self-concept.
Perhaps wanting to make this link stronger, Mc-

Farland (1970) conducted a study similar to Cogan'
added measurement of self-concept.

s

and

Pupil-initiated work

and self-concept did correlate positively, but the co-

efficients were too low to be significant.

She did find

stronger correlations, though, between self-concept and
"optimal interpersonal behavior," defined as acceptance,

directness and honesty in teacher-pupil interaction.
This latter finding tends to support the trust and respect

64

dimension of the hypothesis.
Trowbridge

(

1969

)

showed that teachers with posi-

tive self-concepts fostered more divergent and evaluative

thinking in their pupils, and less routine, memory and
convergent thinking.

While he does not discuss pupil-

initiated work as such, it is easy to see the connections

among these variables.

If pupils are to initiate their

own work, they must be able to diverge from accepted

mental sets, evaluate data and reach conclusions that have
not been determined by the teacher.

In contrast, non-

autonomous classrooms would be characterized by pupils
converging their thinking toward common conclusions and

practicing a number of routine and memorization activities.
These studies thus back up the pupil-initiation
part of the hypothesis, which as

I

have already discussed,

is inextricably connected with the decision-making aspect.

In addition, McFarland's study supported the trust and

respect dimension.

Murray (1968) ran a study which also supports
the last mentioned factor.

She correlated teacher self-

actualization with pupil perceptions of the teacher.

As

defined, self-actualization is similar to positive selfscores
concept, and teachers with high self-actualization

were seen by the pupils as more concerned for their

welfare.

Concern for another must involve at least
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respect, and probably trust, and thus this study supports

that part of the hypothesis.

Queen

(

1969 ) examined the relationship between

student teacher self-concept and ethnocentrism.

She

hypothesized that lower degrees of ethnocentrism would
make white student teachers more concerned for and accepting of black pupils in the inner-city.

This seems to me

to be a logical argument, for ethnocentrism leads to

reduced sensitivity to those different from oneself and
and the application of assumptions and generalizations to

individuals.

Thus, an ethnocentric teacher would find

it more difficult to foster individual autonomy.

Queen

found that positive self-concept student teachers were
less ethnocentric, and thus we can say that they would

probably be better able to foster autonomy.
The studies discussed so far correlated self-

concept or something close to it with fairly broad attitudinal or behavioral dependent variables.

Seidman (1969)

looked at a more specific variable, teacher talk.
a variation of Flanders Interaction Analysis,

Using

she found

and
that teachers with positive self-concepts talked less
in a manipulative sense,

"managed" their pupils less.

and to
If pupils are to be involved in decision-making

initiate their own work, it is obvious that the teacher
pupils
cannot do all the talking. Nor can he/she manage
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to his/her own ends.

So,

though her dependent variable is

quite specific, Seidraan lends some support to the hypothesis.

Other researchers have looked at the importance
of the self-concept in school counseling.

While coun-

seling and teaching are considered different professions,
there are marked similarities between them, particularly
if the teacher is trying to foster autonomy.

Each is

what Arthur Combs would term a "helping relationship,"

requiring the practitioner to attend closely and sensitively
to the client and help him/her achieve what is truly best

for him/herself.

Each also requires the practitioner to

be honest about him/herself and to know how to best utilize

his/her personality when dealing with a client.
McClain

(

1969

)

argues this last point, saying,

"Effective counseling is not just a matter of technique,
but rather how well the counselor uses his unique self
as an instrument in the helping relationship."

He found

that high school guidance counselors were more effective
in doing this when they had more positive self-concepts.

These counselors had participated in programs at the

NDEA Counseling and Guidance Institute, and were also
judged by their practicum supervisors, group process
leaders, and counseling psychologists to interact more

honestly and effectively with others.
Wrightsman, Richard, and Noble (1966) worked
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with a similar sample of counselors at the same institute.
The counselors were in groups that aimed at increasing

self-understanding through analyzing the group process.
Socioroetric ratings by the individuals in the groups showed

that the counselors themselves would choose other indi-

viduals as their counselors who had positive self-concepts.
This study is especially interesting because other factors,

which one might expect to be more important, did not
correlate as strongly as self-concept.

Intelligence,

technical competence, personal warmth, or perceived affection for the rater were not as significant in the rater's

choice as self-concept.
If we accept a link between effective counseling

and fostering autonomy, and if we accept peer evaluations
as significant, this study supports the hypothesis.

I

recognize that this acceptance is probably at best, conditional, but

I

have mentioned these studies because

they

are provocative, and if the link is accepted, supportive
of the hypothesis.

There are other studies conducted with non-school

people which indicate that positive self-concept individuals
tend to have characteristics essential to fostering autonomy.
For example, Ganter (1962) found that student nurses with

high degrees of self-acceptance were more accepting of the
patients.

His description of self-acceptance corresponds

closely to the effective elements of my definition of
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self-concept, and his study supports the idea that the

teacher with a positive self-concept will be better able
to show the kind of acceptance and understanding necessary
to foster autonomy.
In a similar study, Young (1965) found that hos-

pital para-professionals in a training program who had
high self-acceptance scores were more accepting of patients.

Interestingly enough, there was no correlation between
self-acceptance and grades in the program.

Working with undergraduate home economics majors
who formed personal growth groups, Gauker

(

1964 ) found a

correlation among self-concept, self-acceptaice, and
acceptance of others.

In addition, positive self-concept

individuals also perceived others more accurately as

determined by comparison of an individual's perception
of another individual with the group perception of that

individual.

As already discussed, if a teacher is to

really help the pupils, he/she must be accurate in perceiving each individual.

Mueller (1963) had similar results with nonprofessionals in counseling group.

He found that those

with high degrees of self-insight were more accurate in
their perceptions of others.

As

I

have argued, positive

of selfself-concept individuals must have a high degree

and
insight, in the form of perceptions of the self,

percepteachers fostering autonomy must have accurate
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tions of their pupils.

With this link, Mueller’s study

supports the hypothesis.
Sensitivity, tolerance, and accuracy in perceiving
others can be seen as components of what is generally

termed "open-mindedness.”

The open-minded individual

does not apply preconceptions to others, does not attempt
to perceive them in response to personal needs, and is

therefore more sensitive to just what they are like.
Imbler (1968) found that union members in a training
institute who had* positive self-concepts were more open-

minded toward others, and displayed less anxiety in their
dealings with others.
Similarly, Boshier

(

1969 ) found that positive

self-concept individuals in an adult education program
were less prone to an authoritarian type of conservatism
in their views of the needs of other people.

Looking at all of this evidence, we can see that

though it is not conclusive, there is adequate reason
for viewing my hypothesis as plausible.

What remains now

is to test it under controlled conditions.
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CHAPTER III
DESIGN OF THE STUDY
The hypothesis underlying this study was tested

through correlational techniques applied to data derived

from a sample of secondary school student teachers at the
University of Massachusetts.
The two variables of student teacher self-concept

and pupil autonomy were measured through paper and pencil

instruments.

The Tennessee Self Concept Scale (TSCS) was

completed by the student teachers just prior to the start
of their teaching.

An instrument titled the Pupil Survey

of Autonomy (PSA), designed by the author, was completed

at the start and the end of the semester by a selected class
The scores from the

of pupils for each student teacher.

TSCS and from the two rounds of the PSA were then correlated
in order to test the validity of the hypothesis.

The Sample
I

chose to conduct the study with a sample of

student teachers for two reasons.

As

I

directing a teacher preparation program,
access to them.
student teachers,
that,

And since
I

I

had been coI

had ready

hope to continue working with

wanted to learn more about the qualities

affect their experience.
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I

initially contacted forty undergraduates who

were to student teach during the spring semester of
1974
and asked them to participate in the study.

For un-

specified reasons, some of the students declined to participate.

Others were unable to because of the nature of

their teaching situation.

In order to help isolate any

relationship between student teacher self-concept and
pupil autonomy, it was necessary that each student teacher
be solely responsible for one group of students for the

entire semester.

Some of the original forty were going

to team teach with the cooperating teacher, while others

would not work with exactly the same group for the whole
semester.

ticipate

Therefore, these individuals could not par-

.

These factors reduced the final sample to twentysix.

The sample is not random, and the fact that all

twenty-six were volunteers may introduce some unknown bias
into the results.

All of the students were to teach English or social

studies in western Massachusetts public secondary schools.

Restricting the sample to these two subjects was done Decause this would reduce variance that might be due to

subject matter effects.
While it would have been preferable to have

restricted the sample to student teachers in just one
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subject area,' this was impossible since the sample would
have been too small.

English and social studies were

the areas chosen because it was felt that these two

usually offer a student teacher more latitude in approach
and methodology, thereby increasing the possibility that

self-concept would be a significant factor.
In analyzing the results, correlations would be

made with the entire sample (n = 26

)

and with the two sub-

groups of English and social studies (n = 13 for each).

I

have no sub-hypotheses connected to the sub-groupings
and will not discuss the results.

I

have included

the data in Appendix B for the interest of future re-

searchers.
The student teachers were teaching in six

different schools, representing four separate school
The schools were chosen so as to avoid great

systems.

extremes in type of location or socio-economic influences.
As will be fully explained later, the effect of

student teacher self-concept would be assessed in re-

lationship to one class per student teacher.

Thus the

sample also consists of the pupils of the student teachers
(n = 522 ).

The Instruments

self-concept
The standard procedure for measuring
has been

rather
through carefully constructed instruments
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"than

analysis of day— "to-day behavior#

Most of these in-

struments involve some form of personal survey or questionnaire, and they tend to differ as much from each other as
do the various theories of self-concept.

All of them do

have the distinction of actually being measures of "re-

ported" self-concept, and some researchers explicitly

acknowledge this fact.
The importance of acknowledging it is that there
is probably an inevitable degree of error in the reporting

of self-concept by the individual.

This may be because

he/she tries to make the self-concept appear better or
worse than it actually is, or it may be that the test
items are ones to which he/she finds it difficult to
relate.

With means to measure only "reported" selfconcept, we do not know to what degree standard instru-

ments fail to measure actual self-concept.

We must be

content with standard means of evaluating the instruments,
such as reliability measures and judgments of validity by

research experts, and by examining the theory that underlies the development of the test.
It was on these criteria that

I

chose the Tennessee

Self Concept Scale, designed by William H. Fitts, and

available from Counselor Records and Tests in Nashville,
Tennessee.

The TSCS has been widely used in educational
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and psychological research and its construct validity
has

been favorably judged by research specialists.

Its test-

retest reliability is .80.
In addition,

of all the self-concept instruments

discussed in Buros' Mental Measurement Yearbook

,

the TSCS

is based on a theory of self-concept closest to mine.

The TSCS measures an individual's self-concept along

three dimensions, Identity or "what he is," Self-Satisfaction, or "how he accepts himself," and Behavior, or
"ho v/ he acts."

The first of these corresponds to the

perception and self-image levels of my self-concept theory,
while the last two deal with the affective elements and
their motivational results.

The TSCS yields sub-scores

for each of these dimensions.
In addition,

the test looks at self-concept in

categories that correspond to what
selves."

I

have termed,

"sub-

Fitts labeled these as the physical self, moral-

ethical self, personal self, family self, and social self.
Each "self" is measured along the three dimensions just
discussed, so that it is possible, for example, to deter-

mine the self-satisfaction score of an individual's family
self.

And by adding the scores for the three dimensions

of each sub-self, five total sub-self scores are derived.

The total of the three dimension scores is the
same as the total of the five sub-self scores, and either

.
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is considered the total self-concept score.

In correlating

the results this final score is, of course, very im-

portant, but the various sub-scores may be equally so.
It may be for instance, that the self-satisfaction scores

correlate more significantly with pupil autonomy than any
other scores.

Or it might be that the social self score

is highly significant while the physical self score is

not

Because the TSCS has been constructed in this
way,

it is possible to use it to investigate sub-hypo-

theses #1 and

2.

If these sub-hypotheses have any

validity, dimension sub-scores should correlate strongly

with the Total, as should the sub-self sub-scores.
In addition to these sub-scores, the TSCS also

gives a variability sub-score.

This score is based on

the degree of differences among the three dimensions, and

among the five sub-selves.

Thus it appears to be an

overall assessment of the consistency of the individual

s

self-concept, and can be used to investigate sub-hypothesis
#4

.

a
In determining the level of pupil autonomy in

data.
classroom, there are three possible sources of

consists of observations by a trained outsider.

One

The second

third would be
would be the teacher him/herself, and the
as an
Because I have defined pupil autonomy
pupils.
the
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"environmental'* variable, and for other reasons to be

explained, the pupils are the best source for measuring
this variable.
As defined, pupil autonomy has a number of be-

havioral elements which a trained outsider could con-

ceivably assess.

However, to do so would take more re-

sources than were available for this study.

More im-

portantly, pupil autonomy also includes the affective

elements of trust and respect, and it would probably be
impossible for an outsider to do more than hazard a subjective guess as to what the pupils and teacher were
feeling.

Therefore, an outsider's observations must be

rejected as a source of data.
While the teacher does observe a class over a long

period of time and could assess behavioral elements, there
are problems with utilizing him/her as a data source.

One

is that it would probably be difficult for him/her to

accurately determine the degree of trust and respect felt
by the pupils for each other and the teacher

•

A teacher

who is not trusted or respected might not know this,
could
since pupils often mask their feelings, and he/she

they
then have a totally erroneous perception of how
felt.

teacher as
The second reason for rejecting the
espouse ideals similar
a data source is that many teachers

.
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to the concept of pupil autonomy.

Thus there might be a

tendency to color one’s observations, to make it appear
as if the pupils are more autonomous than they really

are

Thus we are left with the pupils as data source,
and this is as it should be.

Since pupil autonomy is an

environmental variable, and since we have defined "en-

vironment" as including the perceptions by pupils of
various external stimuli, they are best equipped to report
these perceptions.

From them we can derive measures of

the behavioral elements of the variable.

In addition,

if their responses are kept anonymous, there is no reason

why pupils would not indicate exactly what they feel
about each other and the teacher, thereby giving us a

measure of trust and respect.
On this rationale,

I

developed an instrument to

measure autonomy through a survey of the pupils. (See

Appendix A for a copy of this instrument.)

My first

step was to define the variable as much as possible in

operational terms.
I

I

looked at classroom qualities that

thought might be part of pupil autonomy, and in dis-

cussing and analyzing them with experienced educators,
narrowed the list down to the four sub-variables discussed
earlier, namely, pupil involvement in decision-making,

pupil-initiated learning, unrestricted utilization of
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techniques and resources, and mutual trust and respect.
For each sub-variable,

generated a number of

I

statements to which pupils would respond on a five point
scale of frequency.

For instance, to measure decision-

making, an item might read,

"The teacher discusses with

us how long we think an assignment needs to take."

Pupils

would then indicate a number corresponding to their per-

ception of the frequency, from "never" to "always."
In totaling the figures for each pupil, we then derive a

total score of autonomy.

And since each item measures a

specific sub-variable, we get sub-scores for these.
In this primary stage,

I

found the Pupil Survey,

designed by Morris L. Cogan, and the Elementary School

Environmental Survey, designed by Robert L. Sinclair,
to be very helpful.

1^

The surveys helped me generate

specific items, and indicated ways to state items clearly
and concisely.

Having generated a number of items which
felt were related to each of the sub-variables,

I
I

compiled them into a list and submitted this list to a
panel of fifteen educators.

^The Pupil Survey

Most of this panel were

is copyrighted by the President

Elementary School Enand Fellows of Harvard College. The
Sinclair.
vironmental Survey is copyrighted by Robert L.
authors.
the
by
Copies of each were furnished
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graduate faculty members, and a few were graduate students.
Included in the list of forty-one items were a few which
I

felt had nothing to do with any of the sub-variables.

I

asked the fifteen individuals to respond to each item by

indicating which sub-variable, if any, the item seemed to
If the individual felt that an item failed to

measure.

measure any of the sub-variables, he/she was to indicate
this.

After compiling the results, the test was drawn
up consisting of the items which had

been identified as

measuring the same sub-variables by at least eleven of
the fifteen panel members, or seventy-three per cent.
Of the six "irrelevant" items, five were judged
so by most of the panel, but one was identified by twelve

members as measuring trust and respect.

This item was

kept in the test.
In analyzing the responses it was clear that the

sub-variables of decision-making and pupil initiated
learning were so close as to make it impossible to sep-

arate them.

Items designed to measure one were often

identified as measuring the other.

spondents identified an item

In a few cases,

as measuring both.

ra-

Thus

sub-variables into one
it was decided to merge these two
indicating one or the other as

and include all responses

positive.

decisionThat is, if an item was checked for
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making or pupil initiated learning by at least eleven
respondents, it was kept in the survey*
The need to merge these
sing.

tv/o

is not overly surpri-

If pupils are active in the decision-making process,

it is logical that they will be initiating much of their

own learning.

Their interests, skills, and needs will in-

fluence all decisions and point the way toward specific
types of learning.
The final list of items numbered thirty; fifteen

measured the combined decision-making and pupil-initiated
learning, ten measured trust and respect, and five measured

resources and techniques.

The mean of dlike responses

for all thirty items was 130*

These thirty make up

the Pupil Survey of Autonomy, yielding an overall score,

and three sub-scores.
In this form, a test-retest reliability measure-

ment was carried out.

This was done in a western Massachu-

setts secondary school with one teacher and her eighty

pupils*

Neither the teacher nor the pupils were other-

wise involved in the study.

measurement was

.
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,

The overall figure of this

with figures of .68 for the resources

and techniques sub-variable, and .77 for both the decision-

making and the trust and respect sub-variables.
This reliability measurement was carried out on
an individual basis, that is, pupil #1 test with pupil tl
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retest, pupil #2 test with pupil #2 retest, and
so on.

Though these pupils were in recognized classes of
one
teacher, no reliability measurement was conducted
on a
class test to class retest basis.

As will be explained

shortly, the actual study was conducted with class means
for each student teacher.

That there was this difference

in procedure weakens the confidence we can place in the

construct validity of the PSA.
Testing Procedure
The self-concepts of the subjects were tested
just prior to the start of their student teaching.

The

reason for timing it in this way was related to what
have said about the stability of self-concept.

I

I

felt that

it was important to measure the self-concepts during a

period when they would be relatively stable, and thus more

accurately measurable.

The student teaching experience

can be a very stressful one, and as a study by Walbert
(1967a) has shown,

self-concept.

it can greatly affect an individual's

Even if a subject's self-concept proved

to be the same at the end as at the beginning, the

day-to-day ups and downs inherent in most student teaching situations might cause it to fluctuate and bias

any measuring done during the semester.

After each subject had been tested, he/she was
given copies of the PSA, and asked to administer them to
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one class as -soon as he/she knew that he/she would be

solely responsible for that class for the rest of the
semester.

I had already obtained permission to conduct

the study from the principals of the schools where the

students were teaching, and

I

gave each student a letter

to the cooperating teacher asking for his/her permission.

No difficulty was encountered in obtaining this permission.

The student teachers were given identical sets
of instructions for administering the test and told to

contact me immediately if there were any problems or confusions.

None of the subjects encountered any difficulties

in administering the test.

Included in the instructions

was the request that the student teachers not interpret

any item for any of the pupils.

Thus the pupils responded

according to their own understanding of the items.
For the first round the pupils were instructed
to respond to each item on the basis of how the cooperating

teacher had run the class.

In some cases, the particular

class had just formed, and pupils in such classes responded
on the basis of how their most recent teacher of this

subject had taught.
was
The purpose of this initial round of testing

each class.
to get a baseline figure of autonomy for

Un-

or
controlled variables such as the previous teacher

particular nature
teachers, the school environment, and the
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of the subject material, and the age and abilities of
the

pupils would cause great differences among the classes.
Were these not to be controlled in some way, they would
bias the results.

A student teacher with a very positive

self-concept might be working with pupils who had been

very restricted, and might not be able to increase their
autonomy enough to get a high absolute score at the
end of the semester.

On the other hand, a student teacher

with a negative self-concept might take over a highly

autonomous class, actually reduce their autonomy, but
still end up with a higher score than the one with the

positive self-concept.
The second round of testing was conducted approxi-

mately twelve weeks later in the same manner as the first,
only this time, the pupils responded on the basis of how
Again the student

the student teacher had run the class.

teachers had identical instructions for administering
the test, including the request to exclude pupils who had

been absent or were not part of the class during the first
round.

If no more than one or two who had been present

during the first round were not present for the second,
I

instructed the student teachers to proceed normally.

Because a mean score, representing the class, was being
sought for each subject, it was felt that such a chenge
in class makeup would not be significant.

was changed by more than two pupils,

I

If the class

asked the student
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teacher to consult with me.
changed quite a bit, and
the results.

So though

I
I

One subject's class had

had to exclude his data from

had started with a sample of

twenty-seven, this reduced the final sample to twenty-six.
The autonomy scores for each student teacher

were actually means of the pupil responses to each item.

The size of the classes differed, ranging from fourteen
to twenty-eight, with a mean of slightly better than

twenty.

equal

I

made no attempts to derive random samples of

size from each class.

The fact that the pupil

samples were not random and were of different sizes reduces the confidence we can place in the results.

Method of Analyzing
Data
The statistical technique chosen to analyze the

data was that of partial correlation.
to Statistical Methods

In An Introduction

Peter A. Taylor describes partial

,

correlation in this way:
The coefficient of partial correlation extends
the notion of eliminating the effect of a third
If we are interested in the
(or more) variable.
correlation between X and Y with the effect of
partialled
Z 'held constant’ (more technically,
in preof
estimate
errors
the
find
out') we
italics)
(his
Z.
from
and
X
Z
dicting Y from
'

In this study,

I

wanted to "hold constant" or

round
"partial out" the variables measured by the first

20

P.

168.
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of*

"testing, thereby deriving a more accurate measurement

of the two variables under investigation.

The ten self-concept scores previously discussed

and the four autonomy scores were correlated for the entire
sample.

In addition, since the sample was already equally

divided into two sub-groups (those teaching English and
those teaching social studies)

I

decided to run cor-

relations for these two sub-samples.

I

had no sub-hypo-

theses that subject matter would make a difference and

will offer no discussion of these results.

I

will in-

clude this data in Appendix B for the benefit of any

researcher who might be interested in investigating
the influence of subject matter on the fostering of auto-

nomy.
It was decided that the level of acceptance for

these correlations would be .40.

This decision was

derived from tables included in Pearson and Harley's

Biomtrika Tables for Statisticians
In addition,

.

Vol.

I.

intercorrelations among the pupil

autonomy sub-variables were carried out to test whether
trust and respect can be considered as a partial measure-

ment of pupil autonomy.

Chapter

This issue was discussed in

I.

tne
Finally, a factor analysis was conducted with
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PSA to determine if there are unforseen intercorrelations
of items different from the sub-variables

cussed.

I

have dis-
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CHAPTER

IV

INTERPRETATION OF THE DATA

From looking at Tables

1

through

3,

which present

the forty correlations discussed in Chapter III, we can
see that there is strong support for the main hypothesis,

and for sub-hypotheses #1,

3

and 4.

Based on the guide-

lines proposed in Chapter III, we can accept nineteen of
the forty Self-Concept-Autonomy correlations, far more than

would presumably occur by chance.

And as we examine

these correlations, we can see definite patterns among
them.

The most important statistic is the figure of .70

for the correlation between Total Self-Concept and Total

Autonomy (Table 1).
the

This correlation is significant at

.001 level and strongly supports the main hypothesis

that has guided this study.

The relationship indicates

that for this sample, knowing the self-concept of a

student teacher can enable us to predict with about fifty
per cent accuracy

(.

pupils will report.

70 ^ = .49) the degree of autonomy the
It is on the basis of this figure

that we can interpret the other correlations, identifying

certain patterns and offering explanations for why they
might have occurred as they did.

.
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TABLE 1

SELF-CONCEPT TOTAL AND DIMENSIONS
RELATED TO AUTONOMY
TOTAL SAMPLE (n = 26)

Self-Concept Total and Dimensions

Total

And
SubScores

Self-Sat

Beh.

70 ***

.48**

.73***

.

70 ***

Dec .Making

.71***

.48**

.75***

.

70 ***

Res. &
Tech.

.50**

05*

.51**

.48**

.45*

.

Total

Autonomy
Total

Identity

.

Trust &
Respect

KEY

i

.

66 ***

* =

^

** =
*** =

<

.05
.01
.001

66 ***

.

68 ***

.
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TABLE 2

SELF-CONCEPT SUB-SELVES
RELATED TO AUTONOMY
TOTAL SAMPLE (n = 26)

Self-Concept
Moral

Pers

.17

.15

.20

.26

.16

Making

.22

.15

.

24

•30

.21

Res. &
Rech.

.11

.22

.24

.25

.16

Trust &
Respect

.07

.00

.05

.12

.01

Phys.

Autonomy

Total

Total

Dec -

And
SubScores

Sub-Selves

Family

Social

.
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TABLE

3

SELF-CONCEPT VARIABILITY RELATED TO AUTONOMY
TOTAL SAMPLE (n = 26)

Variability

Total

-.55*

DecisionMaking

-.50*

Autonomy
Total

Resources &
Techniques

And

-.32

Sub-Scores
Trust &
Respect

KEY:

*

**

=
=

<
<

-. 69 **

.05
.01
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Differences Between Self-Conceit
Dimensions and Sub-Selves
'

One of the most salient patterns to emerge is the

difference between the correlations of the three SelfConcept Dimensions with the Autonomy scores and the

correlations of the five Self-Concept Sub-Selves and the

Autonomy scores.

As can be seen in Tables

1

and

2,

most

of the Dimension scores correlated strongly and sig-

nificantly with the Autonomy scores while none of the
Sub-Selves did.

At first glance, this difference may

appear surprising, since both of these systems are derived

from the same data

that make up the total score.

However, what we can deduce is that in using this

instrument for the purposes of this study, sub-hypothesis

#1 has been supported, and sub-hypothesis #2 has not.
Breaking self-concept down into Dimensions was a valid way
of looking at it, while, breaking it into Sub-Selves

was not.

The Self-Concept intercorrelations found in

Table 4 support this conclusion.

The correlations between

the Total and the three Dimensions were quite strong, at
Total and the
.87, 192, and .93, while those between the

Sub-Selves were very low, .17. *04, .24, .15, and .14.

21

could similarly break down the data into two an
words,
other groups, one of items with an even number ofto carry out
we
the other of items with an odd number. Were «t-scores, we
s
their
and
correlations with the two groups
We would n
would probably not get significant results.
a valid u_v
not
was
to conclude that the odd -even system
examining self-concept.
21yf e
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It is difficult to say why the Sub-Selves
system

turned out to be a non-meaningful way of looking
at Self-

Concept in its relationship to the forstering of
autonomy.

According to the self-concept theory used in this study,
the concept of sub-selves is meaningful and we should be

able to see evidence of them in the attitudes and behaviors
that the self-concept motivates.

However, it may be that

though the concept is logically coherent, sub-selves are

unimportant in the attitudes and behaviors involved in
fostering autonomy.
It may also be that the instrument itself is less

than adequate in measuring sub-selves under certain cir-

cumstances.

While the TSCS has been widely used and all

its sub-scores found to be quite reliable,

I

have the sense

from the manual of instructions that William Fitts, the
author, is clearer on what he means by Identity, Self-

Satisfaction, and Behavior, than he is on the Sub-Selves.
His definitions of these are quite brief and vague.

For

instance, it is difficult to know just what he means when
he says that the Personal Self score "reflects the individual's sense of personal worth, his feeling of adequacy

as a person and his evaluation of his personality apart from

his doby of his relationship to others."

This lack of

clarity may have led to a poor system of categories, which
in turn contributed to the low correlations.
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Patterns In Dimension and Autonomy Scores

Looking at the correlations between the Autonomy

sub-variables and the Self-Concept Dimensions (Identity,
Self-Satisfaction, and Behavior) we
two clear-cut patterns.

can-

immediately see

The first is that all of the Self-

Satisfaction and Behavior correlations are equal to or

greater than the Identity correlations.

The second is

that all three of the Dimensions correlate more strongly

with the Decision-Making and Trust and Respect sub-variables than they do with the Resources and Techniques sub-

variables.
These patterns are interesting and provocative and

support sub-hypothesis #3»

The data indicate that the

cognitive aspects of a person's self-concept, as measured
in the Identity dimension, are not as important in the

fostering of autonomy as the affective aspects, which are
evident in Self-Satisfaction and Behavior.

In other words,

the study implies that it is not so important that a

student teacher perceive him/herself in a positive way,
as that he/she feel positively about what he/she perceives.
I

have argued that fostering autonomy requires acceptance

are more
and tolerance of others, and that these qualities
The Selflikely to occur if one is accepting of oneself.
of the three
Satisfaction correlations, which are highest
In contrast, I have not
groups, support this argument.

95

argued that a teacher needs to perceive him/herself positively, and the data indicates that this argument need

not be made.

At this point, it may be helpful to review a little
of the self-concept theory and discuss the Dimensions of

Identity and Self-Satisfaction.

These ideas are my own

interpretation, not that of William Fitts, whose discussion
of these Dimensions is quite brief.
It may not be clear how an individual could be

accepting of him/herself, yet not perceive him/herself
positively.

I

have argued that the Identity dimension is

highly cognitive, consisting of assessments the individual
has made about various personal qualities.

In making these

cognitive assessments, it is likely that the individual has
made comparisons of his/her qualities with those of other

individuals, and with commonly accepted norms of

"attractive-unattractive,
ect.

"

good-bad,

"intelligent-unintelligent,

What the individual is saying, in effect, is,

I

standards,
know that in comparison to others and by normal
I

am unattractive (or attractive)."
though,
At the dimension of Self-Satisfaction,

this perception is the
the affective value attached to
be saying something
important thing. Here the individual may
like,

"Compared to others

I

may be unattractive, but

I

standards of attractiveness
feel attractive," or "Normal
way, an individual who
are unimportant to me." In this
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does not have a particularly strong Identity Dimension,

may still have a very strong Self-Satisfaction Dimension.
The second pattern

I

have identified deals with the

correlations of the three Autonomy sub-variables.

The sub-

variables of Decision-Making, which the reader should
remember includes the aspect of pupil-initiated learning,
and Trust and Respect correlate quite strongly with the Total

Self-Concept score, and with the Self-Satisfaction and Behavior Dimensions.

This is quite logical, for these Autonomy

sub-variables are quite affective in nature.

Even though

promoting pupil involvement in decision-making requires
some knowledge of the best ways of going about it, the

teacher is not likely to do so unless he/she has a positive
and accepting attitude toward the pupils.

As

I

have defined

it. Trust and Respect involves such an attitude, and is a

distinctly affective element.

If we accept a premise that

affective teacher antecedents more strongly influence
affective classroom elements than do cognitive teacher

antecedents, then it might be predicted that an affective
strongly
element like Trust and Respect would correlate more

with the affective aspects of self-concept.
unrestricted
On the other hand, utilization of
cognitive subresources and techniques is a much more

variable.

effective aspects
In view of the fact that the
appear more significant than the cog-

of self-concept

score has much lower
nitive, it is not surprising that this
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correlations.-

Though the items measuring this sub-variable

were aimed at what the teacher allows rather than suggests
or requires,

it is still probably easier to allow more

diversity when you yourself are more conversant with a
wide variety of resources and techniques.

When a teacher

has such a repertoire, he/she is likely to stimulate more

creative approaches to the material on the part of the
pupils, either by direct suggestions or simply by model.

Because the subjects of this study were student teachers,

most of whom had had very little classroom experience,
it follows that even the' positive self-concept individuals

would find it more difficult to promote a wide variety of

resources and techniques.
The Variability Score

Examining the last Self-Concept sub-score correlations (Table III), produces some interesting speculation.

As

I

explained earlier, the Variability scores can be

interpreted as measuring the consistency of the self-concept.
This score correlates negatively with Autonomy, with three
of the four figures being statistically acceptable and

significant

.

This evidence leads to the idea that

t..e

more

inconsistent a student teacher's self-concept is, the less
supports
he/she will be able to foster autonomy, and thus

sub-hypothesis #4.
score
It is also worth noting that the Variability

,
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follows the pattern first observed with the dimension
scores, correlating more strongly with Total Autonomy,

Decision-Making, and Trust and Respect, than with Resources
and Techniques.
The intercorrelations of Variability with the

other Self-Concept scores (Table IV) also follow the

patterns noted in the Dimension and Sub-Self scores.
Variability, has acceptable and significant negative

correlations with Total Self-Concept, Self-Satisfaction,
and Behavior.

And it correlates positively

,

but neither

acceptably nor significantly, with the Sub-Selves.
Breakdown of Self-Concept Scores
Thus the ten Self-Concept scores break down into

two groups, each with strong intercorrelations.

The first

group consists of the Total, the three Dimensions, and
Variability.

The second is made up of the five Sub-Selves*

The first group has generally strong correlations with the

Autonomy scores, while the second does not.

The first

has overall stronger levels of significance, and therefore
its correlations can be seen as more meaningful.

1

inall^

the first group includes the Total Self-Concept score,
the level
which is the most important in terms of deciding

of support of the hypothesis.
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Breakdown of Autonomy Scores
The intercorrelations among the Autonomy scores,

found in Table

5

»

3-re

quite high, and follow the patterns

already identified among these sub-variables.

Decision-

Making and Trust and Respect correlate strongly with each
other, at

.

92

,

and not so strongly with Resources and

Techniques, at .68 and

.

67

»

respectively.

An interesting

figure is the .95 correlation between Trust and Respect,

and the Total.

In Chapter I,

I

discussed the question as

to whether Trust and Respect can be considered a partial

measurement of Autonomy, or whether it is just another
variable that may or may not occur concomitantly with
Autonomy.

After examining all the correlations and inter-

correlations, we can say that while the results are not
conclusive, it appears that Trust and Respect is closely
linked with Autonomy and that it can be seen as a partial

measurement of it.
In terms of reliability of the PSA,

it is the

Resources and Techniques sub— variable that must be closely
inspected.

I

have advance the possibility that its lower

correlations may be partially due to the sample consisting
of student teachers.

To determine if this may be true,

a sample
it would be necessary to administer the test with

of experienced teachers.
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TABLE

5

AUTONOMY TOTAL AND SUB-SCORE INTERCORRELATIONS
PEARSON R
TOTAL SAMPLE (n = 26)

Total

Total

1.00

DecisionMaking

DecisionMaking
#

1.00

Resources &
Techniques

Trust &
Respect

79***

.95****

.68***

.92****

.

1.00

Trust &
Respect

KEY:

9£****

Resources &
Techniques

.67***

1.00

*** =
**** =

.001

<.001
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Factor Analysis of the PSA
We can learn a few things about the PSA and the

sub-variables from the factor analysis that was conducted.
The factor matrix was varimax rotated with Kaiser normaliza-

tion and produced results consistent with what we have seen
so far among the Autonomy scores.

Factor

I,

with an Eigenvalue of 9.32, accounted for

31 • 1# of the variance.

Noting only test items which con-

tributed to this factor at .45 or above, we find eight
items making up this factor, #4,

4',

5,

6,

11,

16 and 18.

12,

With the exception of #4, all of these items are part of
the Decision-making sub-variable.

Number four is part of

Resources and Techniques, but does appear to have some overlap into the concept of decision-making.

Factor II, with an Eigenvalue of 1.59* accounted
for 5.3% of the variance.

The items contributing to this

factor at .45 or above were #2,

8,

13»

15 and 29

i

all of

them part of the Trust and Respect sub-variable.

Factor III had an Eigenvalue of 1.46 and accounted
for 4.9% of the variance.

The items that form this factor

were #10, 20, 24, and 28, all of them measuring Resources
and Techniques.

It is worth noting that all of

these four

contributed at above .61, with no other items being higher
than .35*

Factors IV and V, accounting for 4.4 and 3*8 % of
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the variance, .respectively, were part of the Decision-

Making score.

Factor IV consisted of items dealing with

free time and initiating learning, while Factor V consisted
of the items dealing with evaluation.

Factor VI consisted

of the two dealing with allowance for individuals acting

differently, and were part of Trust and Respect.
The factor analysis shows that while the PSA has
a

fair degree of construct validity, there

for improvement.

is definite room

Each of the factors fell within one of the

three sub-variables, but no single factor accounted for all
of a single sub-variable.

This data indicates that within

each sub-variable, there may be further refinements that can
be made, not a surprising conclusion, since

I

have already

discussed the fact that Decision-Making consists of what
was originally intended to be two different sub-variables.
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CHAPTER

V

LIMITATIONS OF, IMPLICATIONS AND
SUGGESTIONS FROM THE STUDY
Limitations
A primary limitation in interpreting the results
is the moderate size of the sample (n = 26 for the student

teachers, n = 522 for the pupils).

The hypothesis has been

supported, but it should be tested' again, through replica-

tion of this study, or in modification of it.

In any sort

of replication, a larger and more diverse sample would lend

greater strength to the results.

In addition, as

I

have

already discussed, neither the student teacher sample nor
the pupils samples were random, and the size of the pupil

samples differed.
Both variables are constructs which must be inferred

from data reported by the student teachers or their pupils.
bias
For a variety of reasons, there may be some degree of

made to
in these reports, though careful efforts were

ensure their accuracy.

As

I

have discussed, the TSCC

greatly, with
yielded two sets of sub-scores which differed

such a study as
the conclusion that for the purposes of

self-concept is
this, one of the methods of categorizing

not valid.
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The PSA also needs refinement.

As discussed earlier,

the method of determining test-retest reliability
gives rise
to some question as to its overall reliability.

In addition,

based on the correlations and factor analysis, more study

should be made as to whether the Resources and Techniques

sub-variable should be included as part of the Autonomy
variable.

If it is to be kept, more and better test items

should be generated.
Thus the fact that each test revealed some flaws
is cause for pause in interpreting the results.

I

do not

believe that these flaws warrant rejecting the results, but
they should be kept in mind in drawing conclusions from
them.
I

have made the assumption that it is the teacher

who has the greatest effect on pupil autonomy, and the study
has been based on this assumption.

However, there are still

external factors, such as the cooperating teacher, school
customs and rules, and age and sophistication of the pupils,
which, though partly controlled for in pre and post-testing

autonomy, may have exerted some influence on the results.
Only a more complex study, including measurement of these

external variables, could predict their influence.
Finally, the sample consisted of student teachers,
and for the reasons

I

have discussed, this probably made

some difference in the results.

In making implications
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from the study and applying them to teachers in general,
the nature of the sample must be remembered.

It may be,

for instance, that the effect of self-concept on the fostering of autonomy may be important early in the teaching ex-

perience, but may diminish over the course of time.

I

believe that we can apply the results to teachers and teaching in general, but this belief is one in theory, not one

based on empirical data from this study.

That the study

should be replicated with full-time teachers is a logical

conclusion.
Implications
If the arguments

I

made in the first chapter are

this
accepted as premises, an implication to be drawn from

more
study is that teacher educators may wish to pay
of their
attention to the development of the self-concepts
that American
I have advanced the theories
trainees
o

schools more
education can be improved through making
to effective
democratic and through systematic attention
autonomy works toward
education, and that fostering pupil
that producing teachers
these goals. The study indicates
help the fostering of
with positive self-concepts may
become more democratic
autonomy, and thus help schools
affective education.
and help them toward systematic
a positive selfAs I have discussed, X believe
of
antecedent to the fostering
concept to be a necessary
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autonomy, but. not a sufficient one.

Teacher trainees still

need to develop the philosophy and methods consistent
with
the goal of autonomy.

Many individuals and institutions

involved in teacher education promote such a philosophy
and metnods, but this study indicates that they may also

wish to be concerned with the self-concepts of their clients.
In doing so,

teacher educators must be cognizant

of another theoretical premise, that self-concept is

changeable, but not easily so.

It is unlikely that an

encounter group, or similar experiential effort, will make

much difference in student teacher self-concept or the
fostering of autonomy.

A number of efforts have been along

these lines, and it is net surprising that the results have

been disappointing.
What schools and teacher educators can do is to be
as accepting and encouraging as they can to all trainees in

all aspects of their programs.

Such a suggestion has the

dull thud of a cliche, and it is difficult to conceptualize
a program based on the vague notions of "acceptance" and

"encouragement."
factors

But it is my feeling that the implicit

in such programs,

such as the ways teacher educators

interact with teacher trainees, are as important as the

explicit factors, like course content or length of student
teaching.

And these implicit ways of interaction should

be ones of acceptance and encouragement, rather than
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an<^

values.

the instilling of the teacher educator's own

This comes down to such practices as a supervisor

concentrating on what was successful in a lesson, and how to
the success, rather than what failed} or a teacher

helping a student develop and clarifiy an idea which the
teacher feels is dead wrong, rather than immediately

knocking it down.

Accepting the premise about the changeability of
self-concept, teacher educators might even want to develop

programs with no direct connection to schooling as we think
.

of it.

These might be something like the programs found

in the Outward Bound schools, where individuals would be

encouraged and pushed to develop self-confidence and
esteem, with the idea that these qualities would help them

foster autonomy in the classroom.
I

also believe that most teacher education programs

must become longer and more comprehensive.

Increased

training would give more time for the implicit factors to
have a beneficial effect on students' self-concepts.

I

would also give the student teachers more skills and

strength to withstand the negative effects on self-concept
that the student teaching experience often exerts.

I

realize that the preceding has been more in the way of
this
personal values than conclusions based on data, but

study supports these values more than it refutes them.
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Beyond what teacher educators must do in
their
programs, this study carries an implication
about the

selection of teacher trainees.

In the past, because of

the teacher shortage, anyone who wanted to and
could meet

the stated requirements could receive certification.

Now,

with a surplus of teachers, more schools are cutting down
on the number of teachers certified by allowing fewer

students into teacher preparation programs.

The criteria

for such selection vary and are certainly subject to all

kinds of questions, but this study implies that one valid

criterion may be the individual's self-concept.

Allied with this implication, and subject to the
theoretical leap from student teacher to regular teacher,
is the idea that administrators responsible for hiring and

granting tenure may wish to pay some attention to selfconcept.

I

do not know of any instances where such attention

has been systematically paid, other than administrators who

may evaluate teacher self-concept in a subjective "gut
level" way.

Given the premises

I

have stated, it may be

that school systems should test teacher self-concept and

include the results in decisions made about hiring and

granting tenure.
In a general sense,

the study implies that society

in general, and the schools that reflect its values, should

help teachers to feel more important, more worthy, better
about themselves.

It is my belief that teachers are not
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valued as highly as other professionals, such as doctors,
or even those who provide entertainment, like show business

people and athletes.

The perennially low salaries of

teachers is an indication of this.

Schools too often re-

flect such societal values, with teachers having too many

classes and pupils to really do a good job, with their having
to do too much "police" work, with often having to suffer

disrespectful or condescending behavior on the part of
administrators.

The atmosphere of a school can make it

difficult for any teacher to feel good about him/herself,
and if autonomy is to be fostered, such atmospheres should
be improved.

Suggestions for Further Research
I

have already discussed how the limitations of

this study demand its refinement and replication.

The study

can be characterized as exploratory research, with im-

plications that should be developed into hypotheses and
tested.

Both of the variables are broad and complex, not

easily broken down or tested.

Eecause

I

see them as being

so significant toward the improvement of American education,
I

would strongly urge other researchers to begin to examine

aspects of them.
For instance,

I

would hope that further work would

aspects of selfbe done on the influences of the affective
they are
concept, since this study has indicated that
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probably very important.

Going'along with this, the autonomy

sub-variable of Trust and Respect is an affective aspect
of classroom environment that merits further investigation.
It would be interesting to learn what other aspects of a

teacher's personality affect it.
One of the reasons that educational research apoears
to have had so little effect, as contrasted with that in the

hard and life sciences, is that studies are so rarely

replicated.

With so important a goal as improving American

education a part of most every researcher's value system,
it is essential that studies with clear and important

implications be replicated.
ted,

If their results are corrobora-

these should be made known to the educators who can

implement them.
Beyond replication, the effects of teacher self-

concept should be studied in their relationship to other
variables, such as implementing affective education.

I

have discussed a number os studies which have looked at

teacher or student teacher self-concept, but by and large,
their designs were poor.

Individuals with good research

skills should start looking more closely at self-concept
in the classroom.
In addition, variables other than self-concept

whick may affect pupil autonomy need to be examined.

Among

curriculum
these are subject curriculum, and the "hidden"

Ill

found in such .features as the way power operates, the

physical environment of the school, and community influences.
If such research as
out,

I

have described were carried

if the results were consistent with those of this

study, and if the results were translated into university

and public school practices, the quality of American education, and eventually, of American life, might be markedly

improved for all individuals.
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APPENDIX A
THE PUPIL SURVEY OF AUTONOMY

Following is a copy of the PSA.
in the answer space for each item,

I

Instead of a number

have placed a letter

corresponding to the sub-variable the item measured.

key is as follows:
A = Decision-Making
B = Resources and Techniques
C =

Trust and Respect

The
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PUPIL SURVEY OF AUTONOMY

Directions
The following items are designed to look at the
way the teacher and students in this class act and feel.
Please give your personal and honest answers to each item,
using the scale below. You may put the appropriate number
for each item in the proper blank at the right.

Scale

rarely

1.
5.

never
always

1.

If I get interested in something beyond
the normal work, the teacher helps me

2.

3.

2.

sometimes

3»

4.

pursue it.

1.

A

The teacher trusls me to complete
assignments satisfactorily.

2.

C

The teacher allows us to choose from
recommended projects.

8.
3-

A

The teacher encourages us to use our
outside interests and activities in our
work.

4.

5.

6.

generally

The teacher asks for our ideas on the
ways we would like to approach our work.
The teacher discusses with us how long
we feel an assignment needs to take.

9.

4.

B

5-

A

6.

A

7-

C

7.

The teacher allows me to act differently
from the rest of the class.

8.

The teacher is willing to leave us alone
in the room.

C

o

and
The teacher encourages us to arrange
decorate the room in different ways.

A

.

,

10.

resources
In my work I am able to use
films,
books,
(like people, places,
classroom.
etc.) outside of the
go on to next page

10

B
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Scale
1.

never

2. rarely

3.

sometimes 4. generally

5

.

always

11.

11.

12.

The teacher encourages us to suggest
things that we would like to study.
If

am not interested

in the work
we're doing, the teacher is willing to
consider my opinions.
I

A_

12.
13.
14.

A_

The teacher trusts me to work alone
in class.

C

14.

I can set my own goals in this class.

A

15*

The teacher believes what

13*

I

say about

my work.

15*

C

If our work is not going well, the
teacher asks for our ideas in changing
the topic of our approach to it.

16.

A

I feel that I work "with" the teacher
rather than "for" him/her.

17

C

In planning for future work, the
teacher takes into account what we are
interested in.

18.

Just because it was interesting, I have
done work in this class that was not
assigned.

T9*

20.

In my work I am able to use resources
that I have never used before.

20.

21.

The teacher encourages us to cooperate
with each other more than to compete
with each other.
The teacher allows individuals to think
and act differently from the rest of
the class.

16.

17.
18.

19.

22.

23*

24.

The teacher is flexible in giving me
the time I need to complete my work.
am able to use learning
a
techniques (like interviewing, making
that
film, designing a scale model, etc.)
I have never used before.
go on to next page
In my work

I

.

Scale

never

!•

25 .
26

.

27 .

28.

29.

30.

2

.

rarely

3

.

sometimes

4.

generally

5

always

.

The teacher asks for our ideas on how
we should be evaluated.

25.

A

The teacher gives us free time to study
anything that interests us.

26.

A

The teacher works to keep students from
making fun of each other or putting
each other down.

27.

C

When we are working on a project we
are given complete freedom in finding
resources.

(V

1

B

The teacher trusts my judgment of
other people.

29 . 1

C

The teacher is willing to take into
consideration our ideas about evaluation.

1

VoJ

00

O

•

•

1

A
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APPENDIX B

SUB-GROUP CORRELATIONS
As

I

discussed earlier, correlations were computed

for the two sub-groups, those teaching English and those

teaching social studies.

markedly different,

I

Though the results often appear

have not carried out any statistical

procedures to determine the reality of these differences.
I

have, however, included the level of significance for

each correlation.
I

do not have any speculations as to why there are

these apparent differences.
tables,

I

When the reader looks at these

would caution him/her to remember the small size

of each sample, which reduces the confidence we can place
in any interpretations of the results.
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TABLE 6

SELF-CONCEPT TOTAL AND DIMENSIONS RELATED TO AUTONOMY
ENGLISH SUB-GROUP (n = 13)

Self-Concept Total and Dimensions

Autonomy

Total
And
SubScores

Total

Identity

Self -Sat

.66*

.49*

.68*

.69*

Decisionmaking

.69**

.52*

.71**

.73**

Resources
& Tech.

.40

.27

.43

.43

Total

Trust &
Respect

KEY:

*

**

***

=
—

.

61 *

<.05
<.01
.001

•

4$

.

61 *

.

Beh.

.64*

.

.
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TABLE 7

SELF-CONCEPT TOTAL AND DIMENSIONS RELATED TO AUTONOMY
SOCIAL STUDIES SUB-GROUP (n = 13)

Self-Concept Total and Dimensions

Total

Autonomy

Total
And

SubScores

Self-Sat

Beh

Total

,

93 ***

.71**

Decisionmaking

.

94 ***

.74**

.33***

.35**

Resources
& Tech.

.65*

.54*

.64*

.34*

.33***

.62*

.

Trust &
Respect
KEY:

Identity

*

=

**
***

=

=

<.05
<.01
.001

.34**^

79 **

.36**
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TABLE 8

SELF-CONCEPT SUB-SELVES RELATED TO AUTONOMY
ENGLISH SUB-GROUP (n = 13)

Self-Concept Sub-Selves
Phys.

Moral

Pers.

Family

•4-

.46

.59*

.72**

•

.62*

.74**

•

Autonomy Total
Total

And
SubScores

•

00

Dec.Making

•53*

.47

Res.&
Tech.

.16

•

.49

.41

Trust
& Respect

KEY:

*

**
***

=
=
=

4
4
.

.

.05
.01
.001

'oJ

00

Social
-p-

00

55*

•

39

.51*

.18

•

53*

.67**

.45

.
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TABLE

9

SELF-CONCEPT SUB-SELVES RELATED TO AUTONOMY
SOCIAL STUDIES SUB-GROUP (n = 13)

Self-Concept Sub-Selves

Autonomy
Total

And
SubScores

Phys.

Moral

Pers

Family

Social

Total

-.06

.00

-.02

-.04

-.03

Dec.Making

.00

.04

.02

.02

Res &
Tech.

.09

.27

.18

.15

.20

Trust
& Resp.

-.30

-.28

.29

-.30

-03

.

KEY:

*

**
***

=
=
=

/.

<

.05
.01
.001

121

TABLE 10

SELF-CONCEPT VARIABILITY RELATED TO AUTONOMY
ENGLISH AND SOCIAL STUDIES SUB-GROUPS
(EACH n = 13)

English
Variability

Autonomy

DecisionMaking

Total

And

i

Total

•

-3-

00

Social Studies
Variability
-.55*

-.54*

-.50

Resources &
Techniqeus

-.25

-.32

Trust &
Respect

-.42

-. 69 **

SubScores

KEY:

* =

** S

4 .05

<

.01

BIBLIOGRAPHY
Allport, Gordon. Becoming
Press, 1955.

.

New Haven

:

Yale University

Barr, A. S..

"The Measurement and Prediction of Teaching
Efficiency
A Summary of Investigations." Journal
of Experimental Education XVI (June 1948):
2I5-15B.
:

Boshier, Roger.
"A Study of the Relationship Between
Self-Concept and Conservatism." Journal of Social
Psychology 77: 139-140.
Cogan, Morris L.
"Theory and Design of a Study of TeacherPupil Interaction." Harvard Educational Review
XXVI (Fall 1956):
315-342“
"The Behavior of Teachers and the Productive
Behavior of Their Pupils:
'Perception' Analysis."
Journal of Experimental Education XXVII (December
•

19 58)

:

89-105.

"The Behavior of Teachers and the Productive
Behavior of Their Pupils:
'Trait Analysis.'"
Journal of Experimental Education XXVII (December
107-124.
1958)
•

*

Combs, Arthur W.
The Professional Education of Teachers
Boston: Allyn and Bacon, 1965*

.

Florida Studies in the Helping Professions
Gainesville, Florida: University of Florida Press,
.

.

1969.

Individual Behavior
and Snygg, Donald.
Harper & Row, 1959*
York:
,

"Implications of
Coopersmith, Stanley.
Esteem for Educational Research
Address to American Educational
Convention, Los Angeles, 1989*

.

New

Studies on Selfand Practice."
Research Association
ERIC File ED 033

742.

and Education
Democracy
Dewey, John.
Mi 1 lanl 19T^~

.

New York:

Mac-

.

123

Dumas , Wayne.
"Factors Associated with Self-Concept Change
in Student Teachers.” Journ al of Educational
Research Vol. 62, No. 6 pp. 275 - 276
-

.

,

Epstein, Seymour.
"The Self-Concept Revisited, or a Theory
of a Theory." American Psychologist Vol. 28, No. 8
pp. 404-416.

,

Fitts, William H. The Self - Concent and Behavior
Nashville,
Tennessee: Counselor Records and Tests, 1972.
.

The Self - Concept and Performance
Nashville,
Tennessee: Counselor Records and Tests, 1972.
•

.

Foster, Stephen F.
"Attitudes, Self-Acceptance SelfDescriptions and Student Teaching Success."
Unpublished Dissertation, University of Illinois,
1969.
,

Canter* Robert L.
"Some Relationships Between a Measure
of Self-Acceptance and Indications of the Acceptance
of Others in a Nursing Education Program." Unpublished Dissertation, Ohio State University, 1962.
"Self-Concept and Success in Student Teaching."
Garvey, Reba.
Journal of Teacher Education XXI, No. 3 (Fall 1970):
357-361"Self-Acceptance and its
Gauker, Norma Shuttleworth.
Correlates in Relation to Satisfaction with Group
Experiences in Home Management." Unpublished
Dissertation, Iowa State University, 1964.

"Self-Conceptions Methodologies." Journal
Gordon, Chad.
Vol. 148, No
of Nervous and Mental Disease
lAp'ril 19 £9 TT” 320-3o2.
.

"A Multi-Variate Study of the RelationGorman, Bernard S.
ship of Cognitive Control and Cognitive Style
Principles to Reported Daily Mood Experiences."
Unpublished Dissertation, CCNY, 1972.

Hamachek, Don E. Encounters with the Self
Holt, Rinehart and Winston, 1971*

.

New York:

"Cognitive Aspects,
Harvey, 0. J.i and Schroder, Harold M.
Organization
of Self and Motivation," and "Conceptual
InterSocial
and Group Structure." Motivation and
The
Edited by 0. J. Harvey. New York:
action
Ronald Press, 1963*
.

:

124

Hen j urn, Arnold.
"A Study of the Significance of Student
Teachers’ Personality Characteristics." Journal
of Teacher Education XX, No. 2 (Summer 19 S 977

Hentoff , Nat.
Why Students Want Their Constitutional
Rights." Saturday Review 22 May 1971, pp. 60 - 63
.

.

Hirschom, Theorora.

"Emotional Education: The Menstrual
Cycle." J ournal of Em otional Education. Vol. 10
No. 4 (Fall 1970):
133-139.
.

Hohman, Robert H.
"Personality and Role Expectation:
Its
Effect on Success During Student Teaching."
Journal of Teacher Education XXIII. No. 1 (Fall
1972):
375-W2~»
Howes, Virgil M.
Individualization of Instruction
York: MacMillan, 1970.

.

New

Imbler, Irene I.
"The Effects of Participation Training of
Closed Mindedness, Anxiety and Self-Concept." Unpublished Dissertation, University of Pittsburgh,
1968.

Jasper, Harold S.
"The Relationship Between Two Aspects of
Self-Concept and the Initial Student-Teaching
Experience." Unpublished Dissertation, Wayne
State University, 1958.
"Cognitive Control of the Emotional
Component of the Pain Experience." Unpublished
Dissertation, University of Wisconsin, 1972.

Johnson., Jean E.

LaBenne, Wallace D., and Greene, Bert I. Educational
Pacific
Implications of Self-Concept Theory
Co.,
Publishing
Palisades, California: Goodyear
.

1969.

Conceptual Representation and the Measurement
Lewin, Kurt.
Duke
Durham, N.C.
of Psychological Forces
University Press, 1938*
.

"The Social Climate of
Lippitt, R., and White, R. K.
Children's Groups," in Child Behavior and Develop
Edited by Barker, Kounin and Wright.
ment
New York: McGraw-Hill, 19^3*
.

Maslow, Abraham. Toward a Psychology of Being.
Van Nostrand Reinhold, 1968.

New York:

:

125

McCalin, E. W.
"A Program for Increasing Self-Understanding
for Counselors." Counselor Education and Suoervision
^
Vol. 8, No. 4, p. 296.

McFarland, H. B. N.
"An Analysis of the Effect of Interpersonal Communication Group Work on Dogmatism and
Self-Concept of Student Teachers." Unpublished
Dissertation, New Mexico State University, 1970.
Mead, George Herbert.
Mind, Self and Society
Chicago,
Illinois:
University of Chicago Press, 1934.
.

Murray, Henry A. Explorations in Personality
Oxford University Press, 1938.

.

London:

Murray, Muriel E.
"Self-Actualization and Social Values
of Teachers as Related to Students' Perceptions of
Teachers." Unpublished Dissertation, Penn State
University, 1968.

Oxendine, Joseph.
"Emotional Arousal and Motor Performance."
Quest Monograph 13 (January 1970): 23-3 2
*

"An Investigation of the RelationPassmore, Wynoka Sue Jay.
ship of Self-Concept and Selected Personal
Characteristics of Student Teachers to Success in
Student Teaching." Unpublished Dissertation,
North Texas State University, 1970.

Pearson, E. S., and Hartley, H. 0. Biometrika Tables for
Statisticians Vol I. Cambridge, England: Cambridge University Press, 1958.
,

"A Study of the Relationship Between the
Queen, Renee.
Self-Concepts and Ethnocentrism of Student Teachers
and Their Teaching Behavior." Unpublished Dissertation, New York University, 1969*

Richmond, Bert D.; Mason, Robert L. and Padgett, Harry G.
"Self Concept and Perception of Others." J ournal
of Human Psychology Vol. 12, No. 2 (Fall 1972
103-111.
;

)

Client - Centered Therapy
Rogers, Carl.
Houghton Mifflin, 1951*
On Becoming a Person .
Mifflin, 1961.
.

.

Boston, Mass.:

Boston, Mass:

Houghton

126

Rugel, Robert *P.
"Emotional Arousal and Levels of Reading
Difficulty." Reading Teacher Vol. 24. No. *>. im.
458 - 460 .

Ryans, David G.
"Research on Teacher Behavior in the Context of the Teacher Characteristics Study." In
Contemporary Research on Teacher Effectiveness
Edited by Bruce J. Biddle and William J. Ellena.
New York: Holt, Rinehart and Winston, 1964.
.

'

Seidman, Sylvia K.
"The Self-Concept of Elementary School
Teachers and Its Relationship to Classroom Verbal
Interaction." Unpublished Dissertation, New York
University, 1969*
"An Investigation of the Relationship
Shafer, Wilma C.
Self-Acceptance
Between
Scores of Student Teachers
and Certain Aspects of Student Teaching Effectiveness." Unpublished Dissertation, Indiana University, 1962.

"Measurement of Educational Press in
Sinclair, Robert L.
Elementary School Environments." Unpublished
article, University of Massachusetts.
"Which Direction Should We Go? Where
Smith, Margaret L.
Want
Go?" Delta Kappa Gamma Bulletin
We
To
Do
1971)7" 43-47.”
(Winter
XXVII, No. 2
"The Facilitation of Student SelfSmith, Miriam L. H.
Directed Learning as Perceived by Teachers with
High and Low Levels of Self-Actualization and
Dogmatism." Unpublished Dissertation, Penn State
University, 1968.

Tyalor, Peter A. An Introduction to Statistical Methods
R. E. Peacock Publishers,
Itasca, Illinois:
Ince., 1972.

.

Trowbridge, N. Y. Project IMPACT Research Repor t 1968-6%.
Polk County education rress,
Des Moines, Iowa:
1969 .
,

"Provisional Perspective on the Self
Uhlenberg, Donald M.
With a Summary of Pertinent Research, 1959-19o9»
Unpublished Dissertation, Ohio State University,
1971
.

127

Vonk, Herman B.
"The Relationship of Teacher Effectiveness to Perception of Self and Teaching Purposes."
Unpublished Dissertation, University of Florida.
1970.

Walberg, Herbert J.
"Effects of Tutoring and Practice
Teaching on Self-Concept and Attitudes in Education
Students." ERIC File #ED 015 155.
"The Structure of Self-Concept in Prospective
Teachers." Journal of Educational Research Vol. 6l.
"8^86.
No. 2 (October 1967):
•

Wrightman, L. S.; Richard, W. C.; and Noble, F. C.
"Attitude
Changes of Guidance Institute Participants."
Counselor Education and Supervision Vol 5, No. 4,
pp. 212-220.
Young, Lewis C.
"The Relationship- of Self-Acceptance to
Acceptance of Others with Reference to Clinical
Pastoral Training." Unpublished Dissertation,
University of Illinois, 1965*

